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Abstract 
In the context of a growing interest in preparing all graduates to be professionals and citizens 
in the global setting, internationalisation of the curriculum (IoC) is currently receiving 
increasing attention on the educational agendas internationally for its potential in 
transforming the learning experience of all students. A large body of work has investigated 
curriculum internationalisation policies and their implementation in different national 
settings. However, little is known about how faculty staff and students experience and engage 
with IoC in their home context and how they position themselves and are positioned by the 
structural conditions with regards to curriculum internationalisation.  
Drawing on Kemmis et al.’s (2014) practice architectures theory and Barnett and 
Coate’s (2005) conceptualisation of curriculum as knowing-acting-being, this study sought to 
compare the processes of internationalising business curricula in Australian and Vietnamese 
universities and to examine their impact on teaching and learning. Designed as a comparative 
case study, this research employed a range of data collection methods, namely document 
analysis, in-depth semi-structured interviews and focus groups. The main findings of the 
study are related to the IoC experience of two groups of local actors, i.e. academics and 
students, and how the ‘ecological’ circumstances, which are the structural conditions and 
institutional arrangements for IoC, nurture and/or constrain academics’ practices and 
students’ becoming.  
In this study, I make three main contributions to the IoC research literature. First, I 
make a theoretical contribution, since the conceptual framework that combined Kemmis et 
al.’s (2014) practice architectures theory and Barnett’s and Coates’ (2005) conceptualisation 
of curriculum has never been used in the international education literature. The use of this 
conceptual model highlights the ontological aspect of the internationalised curriculum and 
expands the knowledge about IoC in the dimension of how academics’ and students’ 
experience of and engagement with IoC is context-based and socio-culturally situated. 
Second, I make a methodological contribution as comparative work with a focus on the 
enacting level of IoC is rarely captured in the international education literature. Third, I make 
an empirical contribution through comparing and contrasting the internationalisation of 
teaching and learning between Vietnam as an Asian, developing country and an international 
education importer and Australia as an Anglophone, developed country and an education 
export provider.  
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The study is timely given the growing awareness of the need for cultural and 
contextual sensitivity in the transfer of internationalisation theories and practices across 
countries. Increased insights into the practices of curriculum internationalisation can shed 
light on internationalising processes for enhancing educational quality and the learning 
experiences of all students.  
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Chapter 1. Introduction 
1.1. Introduction 
This study examines internationalisation of the business curriculum in the Australian and 
Vietnamese contexts, with a focus on teaching and learning. This chapter contextualises the 
problem that the study seeks to address by providing an overview of higher education (HE) 
under the impact of globalisation and of internationalisation of the curriculum (IoC) in 
Australia and Vietnam. This is followed by the rationales and the aims of the study as well as 
the research questions. Then, an overview of the methodology and theoretical framework is 
presented. The chapter concludes with an overview of the thesis structure. 
1.2. Higher education, globalisation, and internationalisation of the curriculum 
One of the most striking features of contemporary HE is the sense of urgent need to ensure 
appropriate responses ‘to the requirements and challenges associated with the globalisation of 
societies, economy and labour markets’ (Van der Wende, 1997, p. 19). As societies have 
become increasingly more connected, students’ knowledge of and engagement with the world 
are no longer limited within the traditional geographical boundaries of the nation state. 
Simultaneously, as societies have become increasingly more divided, there is a need to build 
‘bridges of tolerance and respect for other cultures’ (Kramsch, 2002, p. 272). A major challenge 
faced by HE is to ensure that students are equipped with the capacities to comprehend and 
critique the global society they live in, put problems and issues into perspective, and play active 
roles in meeting their responsibilities. Geertz (1973) argued that universities need to promote 
and support ‘critical and independent thought alongside a strong value base of social justice’ 
(p. 20) in the world increasingly dominated by economic rather than human and environmental 
interests. This position is still highly, if not more, relevant in our contemporary world. 
In terms of the economy and labour markets, the most significant consequence of 
globalisation is the unprecedented demand for skills and qualifications directly linked to the 
development of a knowledge-based or services economy. This new type of economy with 
continuing expansion of global and international companies and organisations has created new 
types of jobs, yet, concurrently, new pressures on individuals to either gain career-enhancing 
qualifications or risk being disadvantaged in the job market. 
The forces of globalisation have brought HE to the forefront. HE is seen as a major 
contributor to the well-being of the economy through the development of a highly-skilled 
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workforce, the provision of scientific and technological innovation as well as cross-cultural 
communication and exchange (Roberts, Chou, & Ching, 2010). Paradoxically, while the global 
economy and market competition escalate the demand for HE, they also diminish government 
capacity to meet that demand. As state-funding for HE in many countries has been reduced, 
universities are required to be more financially independent. This propels universities to depend 
on fee paying student recruitment, particularly international students, as an important source of 
revenue. HE is now transformed from elite to mass education as universities are opening to a 
more diverse local and international student population and greater student diversity on campus 
in terms of not only cultures, backgrounds and experiences but also beliefs and expectations 
(Haggis, 2006; Rizvi, 2011).  
Arguably, globalisation forces have pushed universities toward greater international 
involvement (Altbach & Knight, 2007). Technological advancements help connect people 
faster and easier, widen access to available information and facilitate new forms of learning 
such as blended learning and distance learning. With such an emergence of a borderless HE 
market, internationalisation is considered a strategic move for countries that already possess 
comparative advantages in provision of international education as well as countries that strive 
to gain more global recognition (Bell, 2004; Qiang, 2003). Internationalisation of higher 
education (IoHE) was defined by Knight (2004) as ‘the process of integrating an international, 
intercultural, or global dimension into the purpose, functions or delivery of post-secondary 
education’ (p. 11). As Altbach and Knight (2007) put it, ‘globalisation may be unalterable but 
internationalisation involves many choices’ (p. 290-291). Those choices include staff and 
student mobility, IoC, international links through open learning programs and new technology, 
bilateral links between governments and institutions, multinational collaboration and  export 
of educatonal goods and services (Harman, 2005). 
For some years, much effort for and commitment to internationalisation has focused on 
student mobility and the recruitment of international students in the belief that the presence of 
people from different backgrounds and cultures on campus will naturally create bridges of 
tolerance and understanding, life-long friendships and bring about transformative cross-
cultural learning (Leask, 2010, 2015). However, this has been more imagined than achieved 
due to the lack of interaction between domestic and international students on campus (Leask, 
2015). The desire and necessity to prepare graduates to be ‘informed, responsible citizens able 
to work effectively in a global, multicultural context’ (Higher Education Academy, 2007, in 
Jones, 2010, p. 19) require universities to redefine and reshape their approach. 
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Internationalisation at home (IaH) and IoC (largely synonymous terms; the latter 
disregards where the curriculum is delivered) stem from the increasing recognition that student 
mobility programs have been dominated by the socially and economically advantaged (Brooks 
& Waters, 2011) and that the non-mobile majority of students also deserves to gain the  benefits 
of internationalisation (Jones, 2013). IaH, which is ‘the purposeful integration of international 
and intercultural dimensions into the formal and informal curriculum for all students, within 
domestic learning environments’ (Beelen & Jones, 2015b, p. 69), has been progressed beyond 
a mere idea and has been acknowledged as a full complement to internationalisation abroad 
(Knight, 2008). Jones and Killick (2007) even took it as far as arguing that the ‘at home’ and 
‘abroad’ dimensions of internationalisation are ‘in fact not two agendas but one’ (p. 110). 
In Australia, over the last 30 years, the emphasis on internationalisation has transformed 
the shape of HE. All Australian HE institutions (HEIs) embrace internationalisation as central 
to their mission and this has been reflected in HEIs’ corporate plans and mission statements 
(Clyne, Marginson, & Woock, 2001; Leask et al., 2011). It is commonly agreed that the 
dominant discourse of Australian internationalisation is the neoliberal in which there are 
economic imperatives to sell educational products and services (Leask et al., 2011; Rizvi, 
2011). At the institutional level, the commercial dimension of international education is 
manifested in proactive international marketing of the HEIs to attract fee-paying students as 
well as the overseas expansion of some institutions with offshore campuses and programs. 
Besides, there has also been a growing focus on IoC through the systematic development of 
graduate attributes and on-campus extra-curricular activities, which is significant in creating 
an internationalised institutional culture. 
In Vietnam, internationalisation has been deliberately undertaken for the last two 
decades, aiming at educational quality enhancement, regional and international integration and 
human resource development heading toward the twenty-first century (Tran & Marginson, 
2018a; Tran, Marginson, et al., 2014). Apart from the primary dimension of out-bound student 
and staff mobility, internationalisation in Vietnam is mainly depicted by developments in 
international cooperation and internationalising the local curricula. At the institutional level, 
key universities have been proactively broadening their international networks, resulting in the 
rapid growth of cooperative programs and the borrowing of curricula from international 
partners of developed countries (Phan & Tran, 2015). This is expected to help overhaul the 
country’s outdated curriculum and close the gap of education quality between Vietnam and 
other countries in the region and in the world.  
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In summary, globalisation forces and local demands are the imperatives for the intense 
IoC or IaH. A shift of focus from student mobility onto what can be done in the local classrooms 
and communities to achieve the desirable international and intercultural competencies for all 
students is a needed response to the changing HE environment and the labour market. 
1.3. Aims, rationales, and research questions 
Internationalisation has recently been embraced by universities around the world to become a 
proactive, mainstream strategic issue with its scope and focus evolving over time (Jones & de 
Wit, 2012). The review of the literature reveals that a vast proportion of existing research has 
focused on the macro level of policy building for internationalisation in general as well as for 
IoC (Altbach & Knight, 2007; Beelen & Jones, 2015a; Knight, 2013; Leask, 2005; Leask, 
Green, & Whitsed, 2015). The implementation of IoHE and IoC policies in different national 
settings has also been fairly widely researched, for example, in Australia, Canada, Europe and 
the US. (De Wit, 1995), in Australia (Harman, 2005), in China (Ryan, 2011b), in Japan (Huang, 
2006), in New Zealand (Jiang, 2010), and in Vietnam (Tran & Marginson, 2018b).  
Although a growing body of the literature has been dedicated to the IoC actors at the 
grassroots level, i.e. academics and students (Guo & Chase, 2011; Leask, 2009; Leask & 
Beelen, 2009; Sawir, 2011), the focus has been largely on how to involve academics and the 
experience of students studying outsides their home countries (see 2.7.2 and 2.7.3). Little is 
known about how faculty staff and students experience and engage with IoC in their home 
context and how they position themselves and are positioned by the structural conditions with 
regard to IoC across different national contexts. 
Placing disciplinary academics, students, teaching and learning as the central focus, this 
research sought to fill these gaps in the IoC literature. This focus shift to the classroom level is 
desirable as too much attention has been at the macro level, driven fundamentally by the 
political and economic forces of globalisation, exposing HE to the risk of marketisation and 
curriculum commodification (De Vita & Case, 2003). In-depth research at disciplinary program 
level can shed light on how contextual factors influence IoC implementation and experiences. 
Such understanding is useful and needed for policies and practice to ensure educational quality. 
By exploring academics’ and students’ perceptions of and engagements with IoC, the research 
also revealed the level of their willingness, readiness, and capacity to engage, which is often 
overlooked or taken for granted by policy-makers. 
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Since ‘activities associated with IoC are both similar and different across regions of the 
world due to the influence of political, economic and socio-cultural drivers within the local 
context’ (Leask, 2015, p. 18), the study chose to compare Australia and Vietnam. The vastly 
different socio-cultural contexts of the two countries illustrated the magnitude and the range of 
difference with regard to national responses to the common call for IoC. In Australia, the 
experience of many home students has been altered significantly under the impact of 
globalisation (Adams, Banks, & Olsen, 2011). Australian HEIs are to adapt their curricula by 
focusing on graduate attributes (Leask, 2011b). This focus has driven the embedding of 
international and intercultural knowledge, skills and attitudes into the curriculum to 
accommodate increasing diversity as well as to provide local students with an unprecedented 
learning experience. In Vietnam, economic development and a growing middle class are 
escalating demand for education services in general and for internationalised programs leading 
to internationally recognised degrees and professions (Tran & Marginson, 2018a). Vietnam is 
striving to improve its HE system and to simultaneously address the ‘brain-drain’ issue by 
internationalising the curriculum of some key HEIs through curriculum borrowing (Tran, Phan, 
& Marginson, 2018).  
In the employment market, there has been an increasing trend of transnational labour 
mobility in Australia recently, with one million Australian citizens working overseas (Hugo, 
Rudd, & Harris, 2003; Tran, 2013b). Vietnam also desires such mobility to increase the general 
level of employment as well as the learning of modern knowledge and skills. However, 
substantial international labour mobility is still more an aspiration than a reality due to the 
limited credibility of Vietnamese qualifications and the long-standing weaknesses of the HE 
sector (Tran & Marginson, 2018a). Nevertheless, the emergence of international organisations 
in Vietnam has created various opportunities for Vietnamese graduates to interact with people 
from different backgrounds and cultures. In such contexts, a closer look at the learning and 
teaching aspects of the ‘internationalised’ curricula is significant to ensure internationalisation 
enhances educational quality and graduate competence. 
With the above rationales, this study aimed to shed light on the grassroots level of IoC 
and the interplay between policies, practices and structural conditions through a comparison of 
Australian and Vietnamese institutional contexts with regard to exploring IoC in a particular 
discipline, i.e. business. The study sought to understand institutions’ motivations for IoC and 
how discipline-based teaching staff perceive the internationalised curriculum and realise it into 
their enacted curriculum development and pedagogical practices. The study also explored the 
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impact of IoC on students’ learning and ‘becoming’, i.e. the transformational journey of 
individual’s self into the aspired professional and human being (see 2.5 for discussion of 
‘becoming’). 
In order to achieve these aims, the following research questions were asked: 
Main research question: What are the processes of internationalising business 
curriculum at the classroom level in Australian and Vietnamese universities and their impact 
on the teaching and learning experience? 
Sub-questions: 
(1) What drives the IoC in Australian and Vietnamese institutional contexts? 
(2) Whether and how do the Australian and Vietnamese institutions communicate their 
objectives to academic staff and support them in IoC? 
(3) How do business academic staff in both contexts perceive the internationalised 
curriculum and what is the impact of IoC on their enacted curriculum development and 
pedagogical practices? 
(4) How do students experience the IoC and what is its impact on their becoming? 
The next section describes the methodology and theoretical framework that were used 
to find answers to the above research questions.  
1.4. Methodology and theoretical framework 
One widely embraced approach to IoC, in Australia at least, has been to focus on the systematic 
development of internationalisation-related graduate attributes (Leask, 2011b) which is the 
building of a broad range of knowledge, skills and attitudes needed of global professionals and 
citizens. Although learning outcomes receive attention, the students’ journey of becoming 
globally capable professionals and citizens tends to be neglected. Positioning students as a key 
factor in their becoming, this study firstly drew on Barnett and Coate’s (2005) 
conceptualisation of the curriculum as consisting of three critical components: knowing, acting 
and being. Approaching curriculum from this direction has provided the curriculum with a 
dynamic characteristic, shifting the focus onto the acts of developing knowledge, skills and 
identity rather than on knowledge, skills and identity per se. As such, this approach implies that 
students’ personal agency and dynamic engagement are crucial in the conceptualisation of HE 
curriculum. In other words, if IoC is to prepare students for the world that is in constant flux 
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(Barnett & Coate, 2005) and to shape the lifelong process of continually developing a global 
and intercultural outlook, students need to be active agents in all aspects of knowing, acting 
and being integral to their becoming. 
 Green and Whitsed (2015) contend that doing IoC effectively means engaging in praxis, 
a morally committed and informed practice (Kemmis & Smith, 2008). Academics’ IoC 
practices are praxis in differing degrees. Since praxis is action which embodies a person’s ‘wise 
and prudent practical judgement about how to act in this situation’ (Carr & Kemmis, 2004, p. 
190, emphasis original), it assumes a process of meaning-making and acting that operates in 
the world of interaction (Freire, 1972b). It also takes into account the agency of people who act 
(in this case, academic staff) and the relationship between them and the social, cultural world.  
Agency is often discussed vis-à-vis social structure. As people’s ability to act is shaped 
by contextual conditions, this study also drew on practice architectures theory by Kemmis et 
al. (2014)  to interpret academics’ and students’ experiences of IoC, considering how their 
interpretation, practices and engagement with IoC are nurtured and/or constrained by the 
structural conditions or local conditions. According to practice architectures theory, practices 
are composed of sayings, doings and relatings, which simultaneously shape and are shaped by 
each other and by the arrangements of the ‘intersubjective spaces’ in which practitioners (or 
interlocutors) interact. These sayings, doings, and relatings (or altogether the happening of 
practices) are prefigured by the three types of arrangements that exist in the intersubjective 
spaces: cultural-discursive arrangements, material-economic arrangements, and social-
political arrangements. Using practice architectures theory as lens, this study explored the 
interplay between IoC policies, practices and the structural conditions in the two chosen 
contexts. 
This study used case study method (Yin, 2018) for its salient strength in documenting 
rich data and different layers of context. The cases selected were a Vietnamese and an 
Australian university that had experienced internationalisation (which, in Vietnam, is referred 
to as international cooperation) and curriculum reforms. I employed a number of tools to 
collect data, including document analysis, in-depth interviews and focus groups. Data analysis 
involves coding the interview transcripts into themes, using both inductive coding and 
deductive coding (Gibbs, 2007; Patton, 2015). I used pre-determined themes which were 
derived from the research questions and the conceptual framework while being open to new 
relevant themes which came up during the coding process. The data analysis generated rich 
 8 
 
findings about the IoC processes as well as the academics’ and students’ experiences at the two 
universities.   
1.5. Structure of the thesis 
This thesis is organised into 11 chapters including this introductory chapter. Chapter 2 reviews 
the literature in three relevant areas: curriculum, internationalisation and IoC. 
Chapter 3 justifies the methodological decisions regarding the choice of comparative 
case study, research site, participants, data collection and analysis procedures and discusses the 
theoretical framework for the study.  
Chapters 4, 5, and 6 analyse the data of the Vietnamese case and discuss key findings 
related to the IoC processes and their impact on teaching and learning. 
The next three chapters, Chapters 7 - 9, analyse and discuss the Australian case. 
Chapter 10 provides a cross-case comparison to answer the research questions 
established in this introductory chapter. 
Finally, Chapter 11 recaps the main findings and provides a discussion of the 
implications, significance, and limitations of the study as well as suggestions for further 
research.  
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Chapter 2. Literature review 
2.1. Introduction 
As established in Chapter 1, this study examines the process of IoC in Australian and 
Vietnamese universities and their impact on the teaching and learning experience. This 
chapter introduces prevailing theoretical perspectives in the curriculum field and reviews 
various perceptions of curriculum alongside different social imaginaries of the globalised 
world. Drawing on the work of Barnett and Coate (2005), I develop a conceptualisation of the 
HE curriculum that will later be integrated into the thesis’s conceptual framework for IoC. 
The final sections provide a review of literature on IoHE in general and IoC in particular.  
2.2. Curriculum as a field of study  
It was only at the turn of the twentieth century that curriculum emerged as a specialised field 
of study (Caswell, 1966; Seguel, 1966). The history of the curriculum field has been 
reviewed from time to time with diverse classification schemes, for example, the work of 
representative scholars (Seguel, 1966), interest groups (Kliebard, 2004), and curriculum 
characteristics (Pinar, Reynolds, Slattery, & Taubman, 1995). In this section, I will look at 
the prevailing theoretical perspectives on curriculum that may provide a concise picture of 
major movements in the vast field of curriculum.  
2.2.1. Traditional perspectives on curriculum  
Two traditional perspectives on curriculum resulted from the controversies surrounding the 
purpose of schooling. The first perspective is culture-oriented, with its central focus 
summarised by the overarching question of what cultural heritage aspects should be 
preserved (Posner, 2004). Thus, the main purpose of education is to transmit the ‘worthwhile 
knowledge’ and ‘important skills and sound ideals’ (Bennett, 1988, p. 6) deemed necessary 
for cultural literacy. Proponents of cultural induction as an aim of education emphasise 
learning for its own sake and for the strengthening of the mind rather than practical 
educational outcomes. The second perspective is utility-oriented, insisting on the ability to 
produce or what students should be able to do on graduation. Schools are responsible for 
creating practical citizens who can efficiently perform their daily activities and cooperate 
with their fellow citizens. This utility-based perspective is also behaviour-oriented as it 
advocates students' performance in specific measurable terms as an end of education. 
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 Kliebard (1975) observes that the separation of the two perspectives leads to a 
dichotomy in education, i.e. the academic stream versus the vocational stream, which 
influenced twentieth century curriculum development. However, during the first half of the 
twentieth century, the traditional perspective on curriculum lost ground to the progressive 
view. First, its lecture-recitation method was in conflict with the growing knowledge in 
neuroscience which suggests that evaluation and emotions are essential for learning (Marina, 
2011 in Tedesco, Opertti, & Amadio, 2014). Second, narrowing the ends of education to 
either culture or utility leads to a heavy focus on either academic or vocational training. 
Progressive curriculum theorists argued for a student-centred curriculum or a more socially 
relevant curriculum incorporating democratic values (see Pinar et al., 1995).  
2.2.2. Experiential perspective on curriculum  
The experiential perspective asserts that learning directly arises from experience and hence 
curriculum should extend beyond academic content or behavioural skills to include learning 
experiences (Schubert, 2010). The historical root of this perspective can be traced back to the 
seventeenth-eighteenth century Enlightenment psychology which insists on the importance of 
and the linkage between a human’s mind and sense in the construction of knowledge.  
At the turn of the century, experientialist curriculum started to gain its momentum as 
a result of the development of pragmatic philosophy and the progressive educational 
movement. John Dewey, one of the most influential figures in both areas, argues that reality 
is in constant flux and is found within the experience of the individual which includes both 
the internal reactions (e.g. thoughts and feelings) and external reactions (e.g. actions) during 
interactions with the world (Posner, 2004). Having said that, the experientialist curriculum is 
not content-free (Schubert, 2010). Rather, both the formal and informal areas of study 
become the sources for students to reflect against their previous experiences in life as well as 
their future aspirations in order to internalise learning experiences and enhance their interests. 
In Dewey’s view, experiences have the highest educational quality if they foster individuals’ 
autonomy and intelligence in guiding their own future educative experiences (Posner, 2004).  
Being comprehensive as it is, Dewey’s progressive education poses the challenge of 
developing clear and workable principles to guide practical decisions since the curriculum 
must be considered in the broadest sense, i.e. ‘more or less the same as the very process of 
living’ (Posner, 2004, p. 48). As even the same situation can be experienced in different ways 
by different individuals, this experiential view places enormous demands on curriculum 
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decision makers. Besides, critics of the experientialist curriculum are sceptical about the 
feasibility of students becoming their own curriculum directors (Schubert, 2010). 
2.2.3. The structure-of-the-discipline perspective on curriculum  
The structure-of-the-discipline perspective on curriculum underlines the importance of both 
fundamental disciplinary concepts and discipline-specific models of inquiry (Posner, 2004). 
This curriculum tenet received increasing attention during the late 1950s when the practical 
challenges of Dewey’s progressive ideas had brought about some failure in keeping the three 
advocated criteria of curriculum, i.e. intellectual, social and personal development, in 
reasonable balance. For subject-matter specialists, the structure of each of the scholarly 
disciplines determines the way of learning the discipline itself, while Deweyian progressives 
argue for the same general laws of reasoning for all subject matters (Foshay, 1970).   
The curriculum debate between the subject-matter specialists and the education 
generalists had been in progress at least since the late 1800s (Atkin & House, 1981). 
However, the advent of World War II and the development of the atom bomb marked the 
triumph of science and theoretical inquiry over its counterpart, which poses a significant 
influence on curriculum. As Schwab (1962) remarks, curricula based on the structure of 
sciences and their theories are regarded to be built on deep knowledge and truth. The purpose 
of education should then be to develop in students’ minds several modes of inquiry (Bruner, 
1960).  
2.2.4. Constructivist perspective on curriculum  
Though rooted in Plato’s idealism, which states that a person’s knowledge is inborn and that 
learning is just a recollection or discovery of innate ideas, the modern constructivist 
perspective is regarded as a response to the nineteenth-century empiricism that emphasises 
the determining role of human senses in knowledge construction. From the constructivist 
view, what is more fundamental is the mind that structures those raw sensations. 
There are various camps within the constructivist community, most prevailing are 
cognitive, radical and social constructivism. 
Cognitive constructivism, as Derry (1996) comments, is ‘a general, metaphorical 
assumption about the nature of cognition that virtually all cognitive educational researchers 
accept’ (p.163). A representative of this camp is Jean Piaget who viewed knowledge as 
something an individual constructs and re-constructs on her own based upon her experiences. 
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Piaget (1929) asserts that the student’s mind ‘assimilates’ new information into their existing 
structure and reorganises the existing information to ‘accommodate’ new knowledge. 
Chomsky (1968) echoes Piaget on the existence of an innate structure and sees competence 
(an idealised capacity or mental property involving ‘knowing’, e.g. understanding 
grammatical rules) and performance (observable behaviours, e.g. utterances) as two different 
matters. This distinction is influential for modern constructivist views on education since it 
rejects the assumption of the behavioural view that performance can be a reliable measure of 
what students actually know. 
Social constructivism is based on the idea that reality and knowledge are human 
products and are socially and culturally constructed (Kukla, 2000; Seyyedrezaie & Barani, 
2013). From this perspective, learning is a social process that does not take place under the 
influence of internal or external forces alone (McMahon, 1997) but occurs from individuals’ 
engagement in social activities. A key contributor to this camp is Lev Vygotsky, with his 
widely recognised concept of the zone of proximal development. Sharing many of Piaget’s 
views, Vygotsky places more emphasis on the critical role of social community in supporting 
learners to bridge the gap between what they already know or can do and what they need to 
learn. Vygotsky’s theory also feeds into the interest in collaborative learning, suggesting that 
with the help of more advanced peers, individuals can operate within their zone of proximal 
development to master the concepts and ideas that they cannot understand on their own. 
Radical constructivism evolved from Piaget’ genetic epistemology and now tends to 
develop towards more recognition of social interactions as a source of knowledge (Larochelle 
& Bednarz, 1998). Essentially, radical constructivists contend that knowledge acquisition is 
an active cognising process by individuals rather than a passive reflection of external reality 
by the mind (see Derry, 1996). When a real-world phenomenon cannot be understood from 
the existing knowledge, a disequilibrium is created so that the student is motivated to 
reconstruct his knowledge to accommodate the new observation. Unlike cognitive 
constructivism, the radical camp is concerned with the formation of both mental structures 
and personal meaning.  
In brief, constructivism revolves around the question of how people learn to make 
sense of the world and to think more productively and creatively. This perspective 
underscores learning environments that lead to the construction and reconstruction of 
knowledge. Curriculum developed from the constructivist perspective would emphasise deep 
understanding and students’ active role in building coherent and organised knowledge.  
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2.2.5. Concluding remarks 
The previous sections have reviewed prevailing theoretical perspectives on the curriculum. 
These perspectives are not mutually exclusive or entirely distinct. There are common issues 
such as the relationship between schools and society at large, worthwhile objectives and 
knowledge content and how learning and teaching occur, but each perspective allows us to 
see those issues through its own lens. The next section reviews the literature on curriculum as 
a concept with attention paid to the HE curriculum. 
2.3. Curriculum as a concept 
The term curriculum has been defined in so many ways, ranging from specific, prescriptive to 
general, broad definitions. More specific definitions include (but are not limited to) those 
confining curriculum to content, process or structure of the learning process. For example, 
curriculum is ‘a prescribed body of knowledge and methods by which it might be 
communicated’ (Block, 1998, p. 325) or ‘a plan for learning’ (Taba, 1962, p. 11). Broader 
definitions include experiences that bring forth students’ development. For example, Bobbit 
(1918 in Ellis, 2003) defines curriculum as the ‘series of experiences that children and youth 
must do and experience by way of developing abilities to do the things well that make up the 
affairs of adult life; and to be in all respects what adults should be’ (p. 5). 
Despite the myriad of definitions, the term curriculum is more familiar in the school 
sector than in the HE context (Hicks, 2007). While the literature on school curriculum is 
extensive (Smith & Lovat, 2003), the usage of the concept in HE is ambiguous, inconsistent 
and multifarious (Fraser & Bosanquet, 2006). In the HE context, the concept of curriculum is 
either unfamiliar to many academics (Candy, Crebert, & O'Leary, 1994), has various 
meanings embedded in an epistemological framework of individuals (Fraser & Bosanquet, 
2006), or is easily assumed that everyone agrees on what it is (Ratcliff, 1997). 
That said, there have been attempts to define HE curriculum. Ratcliff (1997), for 
example, put forward an operational definition of undergraduate curriculum, i.e. ‘the formal 
academic experience of students pursuing baccalaureate and less than baccalaureate degrees. 
Such a curriculum is formalised into courses or programs of studying including workshops, 
seminars, colloquia, lecture series, laboratory work, internships, and field experiences’ 
(Ratcliff, 1997, p. 6). More recently, Wolf and Hughes (2007) define curriculum as ‘a 
coherent program of study that is responsive to the needs and circumstances of the 
pedagogical context and is carefully designed to develop students’ knowledge, abilities, and 
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skills through multiple integrated and progressively challenging course learning experiences’ 
(p. 7). HE curriculum, as in these definitions, was viewed from the perspective of the study 
program, focussing on study programs’ formal offerings rather than from the perspective of 
students’ experience. In other words, these definitions underscore ‘curriculum-as-designed’ 
(Barnett & Coate, 2005, p. 3) rather than curriculum-as-experienced. In defining such ‘an 
intellectually rich concept’ (Gaff & Ratcliff, 1997, p. 1) as curriculum, however, it is 
challenging to bring forth a definition that is neither too specific nor too broad. Smith and 
Lovat (2003) and Fraser and Bosanquet (2006) suggest that it is less important to achieve a 
shared definition than to recognise the various meanings of the term and to ensure that the 
meaning used in a particular context is made explicit and understood.  
Instead of developing a specific definition, some scholars tend to consider what 
constitutes HE curriculum. Kemmis and Fitzclarence (1986) and Leask (2008) view 
curriculum as inseparable from teaching and pedagogy. The curriculum encompasses all 
aspects of the learning and teaching situations, including objectives, content, content 
sequencing, processes of identifying and describing intended learning outcomes, learning 
activities, classroom interactions, and assessment of learners’ competencies development. 
Similarly, Higgs (2016) claims that curriculum comprises all activities of teaching and 
learning in the spaces of education as well as policies, strategies, plans and infrastructure 
associated with and needed for these activities.  
As such, curriculum is a very broad concept, which can be categorised into formal, 
informal and hidden curriculum. According to Leask (2009), the formal curriculum refers to  
the sequenced programme of teaching and learning activities and experiences 
organised around defined content areas, topics, and resources, the objectives of which 
are assessed in various ways including examinations and various types of 
assignments, laboratory sessions, and other practical activities (p. 207).  
The informal curriculum refers to extracurricular activities that are not part of the formal 
requirement of a study program, yet contribute to defining campus culture. The hidden 
curriculum refers to incidentally learned lessons about power, authority and what and whose 
knowledge is valued or not valued, conveyed through the use of specific textbooks and 
references or the way activities are organised (ibid.). For other authors, curriculum can be 
vertically categorised into three levels, namely the planned curriculum, the enacted 
curriculum, and the experienced curriculum (Campbell, 2006; Harris, 2005). As the planned 
curriculum encompasses knowledge that is of most worth (Marsh, 2009) from the curricular 
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authority’s viewpoint, it represents both the formal and the hidden curriculum, and can be in 
conflict with the enacted curriculum where judgement of appropriate pedagogical and 
knowledge to use lies with the teachers. Similarly, the planned and enacted curricula can be 
very different from the experienced one since the experienced curriculum to a large extent 
varies across individual students.  
Many scholars agree that curriculum is not ideology-free. Barnett and Coate (2005) 
suggest curriculum is a socio-cultural and historical concept. In the same vein, Kemmis and 
Fitzclarence (1986), Grundy (1987) and Cornbleth (1990) maintain that curriculum is not an 
abstract concept that exists outside and prior to human experience but a cultural, social 
construction. The curriculum is a reflection of ‘political and societal agreement about the 
what, why, and how of education for the desired society of the future’ (Tedesco et al., 2014, 
p. 528). It is therefore reasonable to say that the conceptualisations of curriculum in the 
contemporary HE landscape are linked to, and thus can be understood through, various 
visions of society, or the ‘social imaginaries’ (Taylor, 2004) of the globalised world.  
2.4. Social imaginaries and the conceptualisation of HE curriculum 
Rizvi (2014) notes that our global era has a multiplicity of social imaginaries. Among those 
different and competing imaginaries, a particular one has become dominant, i.e. the neo-
liberal imaginary promoted by inter-governmental organisations such as the OECD, the EU, 
UNESCO, the World Bank and APEC. Such organisations have a significant role in creating 
the discourse of a ‘global economy’ in which education, especially HE, has moved from the 
fringe to the centre of society (Marginson, 2016) with its aims redefined in largely economic 
and social efficiency terms (Rizvi, 2014). The social imaginaries of globalisation give rise to 
various notions of HE curriculum. 
First, the neoliberal ideals permeating global HE systems have commercialised 
education (Majhanovich, 2014). This gives rise to the implementation of subject benchmarks 
and program specifications for the purpose of university stratification and reorients the 
curriculum towards outcomes, e.g. graduate employability. With the curriculum-as-outcome 
approach, success is judged according to how the end result (employment) represents the 
‘standard’ outcomes. This conceptualisation of curriculum is rooted in the social-utility camp 
of the traditional ideology (see 2.2.1) which advocates the ability to produce or what students 
should be able to do upon completing the curriculum. Most HEIs nowadays, in Australia at 
least, have adopted the outcomes-based approach due to the imposition of external 
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requirements (e.g. from the state funding on outcomes, the labour market, etc.) and the desire 
for a greater transparency and accountability in the increasingly diverse, globalised and mass 
HE system (Barnett & Coate, 2005). This outcomes-driven curriculum is under criticism 
because, according to Knight (2001), its focus on ‘ends’ leaves the ‘means’ to chance. Also, 
the author argues that even if the choice of goals were unproblematic (which is not), detailed 
learning outcomes are incapable of capturing complex learning in HE. 
Second, as HE shifts from elite to mass education and technology advancements have 
made students discerning consumers of HE with ample choices of universities and courses, 
the curriculum becomes increasingly guided by market demand. This has steadily 
transformed universities into entrepreneurial HEIs which are run in a similar way to running a 
business (Mok & Wei, 2008). The curriculum-as-consumption is concerned with the 
commodification and marketisation of the curriculum in which HE curriculum has become 
increasingly influenced by outsiders’ interests (Barnett & Coate, 2005; Higgs, 2016), be they 
the government, industry, employers or potential students. Courses are designed and 
advertised in the ways that attract students. For example, modularisation, credit-based 
courses, online offerings, the mix-and-match of subjects within and across courses (McInnis, 
2003) are indicative of this consumption approach to HE curriculum. As seen by Barnett and 
Coate (2005), the development of curriculum as consumption is a key driver of curricular 
change in the contemporary context of mass HE. This approach to curriculum attracts 
polarised opinions. On the one hand, the shift towards the market is seen as a danger to HE’s 
social purposes and university education; on the other hand, it is viewed as bringing about 
opportunities to empower students or to transform HE (Barnett & Coate, 2005).  
The latter view of HE’s new orientation above paves the way for the third conception 
of curriculum, i.e. curriculum-as-transformation. According to Barnett and Coate (2005), the 
transformative potential of HE has a new take, compared to past theories which tended to 
associate transformation with empowering pedagogy rather than the curriculum. This view of 
curriculum-as-transformation has gained currency in recent years and has been associated 
with a different set of values in response to the social context of the time. Purely 
emancipatory as it might seem, this transformative approach is outcome-oriented and aligns 
closely with the employability agenda globally (Moore, 2000). As such, curriculum-as-
transformation to some extent equates to curriculum-as-outcomes, thus bearing the similar 
risk of focusing on the ends rather than the means. This in turn may influence the quality of 
HE since quality, according to Tedesco et al. (2014), is the desired outcome of a process. 
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These authors argue that ‘quality implies a holistic vision of the education system and a 
comprehensive curriculum approach, comprising processes and results’ (p. 543). Then, to 
ensure quality, the new take of curriculum-as-transformation should not deviate from 
pedagogy since an innovative curriculum (let us say, competency-based curriculum) needs to 
be effectively translated into teaching and learning rather than being study plans with lists of 
intended goals and content. In other words, curriculum-as-transformation must be 
curriculum-as-pedagogy rather than curriculum-as-text. 
Fourth, the new image of an interconnected and super-complex world (Barnett, 2000) 
requires new approaches to rethinking the curriculum since future graduates need a different, 
wider portfolio of literacies ranging from ‘the ability to work with a wide range of sources, 
media and images to intercultural understandings and an ability to adapt linguistically and 
socially’ (Montgomery, 2012, p. 189). This requirement challenges the conception of 
curriculum-as-culture which emphasises the authority role of internal academics and 
disciplines in curriculum development, at least in terms of curriculum content. The idea of 
curriculum-as-culture is closely aligned with the structure-of-the-discipline ideology (see 
2.2.3), believing that the curriculum is shaped within the ‘academics tribes’ (Becher & 
Trowler, 2001, p. 17) with distinctive values, norms and rules of communication. The 
interconnected world of the twenty-first century, however, requires that the new sort of 
curriculum has an interdisciplinary approach to knowledge (Montgomery, 2012) and 
develops multi-literate graduates. If the curriculum is to be responsive to the changing social 
and cultural context, it is then essential that the boundaries between disciplines be adjusted, 
reproduced and transformed. Kress (2000) suggests blurring the boundaries between 
university and the rest of learners’ life experience, aka. ‘cultural weavings’ (Cope & 
Kalantzis, 2009, p. 185). Also, engaging students in ‘real-world’ activities as part of their 
learning and assessment is of great importance (Montgomery, 2012). Kress (1995 in Kress, 
2000) describes the curriculum as such using the metaphor curriculum-as-a-design-for-the-
future.   
In brief, the various conceptions of HE curriculum discussed in this section, though 
obviously not exhaustive, illustrate that curriculum is fluid and responsive to social, political 
contexts. Overall, a remarkable trend of HE curriculum conceptualisation is the orientations 
towards outcome-based, employment-related and market-oriented curricula.  
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2.5. Barnett and Coate’s framework of curriculum 
Barnett (2017) remarks that the three mantras namely knowledge, skills, and employability 
have been dominating HE systems and debates. According to the author, these mantras are 
inadequate for the contemporary world of super-complexity in several respects. First, the 
adequacy of one’s knowledge and skills may not be long-lasting. In today’s world where 
knowledge is no longer produced solely by universities but other producers such as industries 
and private research institutions, the redundancy of knowledge has been much commented 
upon (Barnett & Coate, 2005). Similarly, it is likely that the world may have changed even 
before the person completes his/her study degree. If the knowledge acquired by students 
might be rapidly overtaken and out-dated, what truly matters was not how much knowledge 
and skills students acquire at university, but their capabilities for constantly learning for and 
by themselves. More importantly, even though one may have all the needed knowledge and 
skills, he or she does not necessarily have the inclination to use them adequately or at all 
(Barnett, 2017). These very problems, as Barnett (2017) argues, cannot be answered with the 
language of knowledge and skills, but the language of values and concerns. In other words, 
the world of super-complexity calls for the development of more durable qualities and 
dispositions (Barnett, 2007) that potentially enable students’ engagement with the world. As 
Barnett (2007) distinguishes: 
Dispositions are the expression of a will to learn. They are the orientations that a 
student has towards his course of studies. Qualities, on the other hand, are the form 
that those dispositions take. (p. 101) 
For example: 
A durable determination to work things out in one’s own way is a disposition; courage 
is a quality. (p. 101, italics original) 
While the qualities needed for the world of challenge, e.g. resilience, criticality, self-
management, etc. (Barnett, 2007) to a considerable extent have been captured in the ideas of 
graduate attributes currently gaining momentum worldwide, Barnett (2007, 2017) suggests 
six dispositions, i.e. a will to learn, a will to engage, a preparedness to listen, a preparedness 
to explore, a willingness to hold oneself open to experiences, and a determination to keep 
going forward. From the author’s point of view, HE needs to develop both dispositions and 
qualities since without them, ‘nothing else of any substance is possible’ (p. 101). 
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Viewing HE curriculum as engagement, Barnett and Coate (2005) proposed a 
curriculum schema consisting of three building blocks – knowing, acting, and being, argued 
to be three critical, integral domains of a curriculum (Figure 2.1).  
 
 
 
 
 
 
 
Figure 2.1. General schema (Barnett & Coate, 2005, p.70) 
The schema provides the curriculum with a dynamic characteristic. The curriculum as such is 
taken from the position of the act of learning knowledge rather than from the position of the 
knowledge itself. By shifting the focus of curriculum to student learning as the integration of 
knowing, acting, and being, this approach emphasises the ‘will to learn’ (Barnett, 2007, p. 6) 
and dynamic engagement in the conceptualisation of HE curriculum. Knowledge is by no 
means static but always interdependent with the contexts of use and the knower as we are 
constantly in the process of negotiating and making meaning of knowledge through 
communication and interpretation (Brew, 1999; Dall’Alba & Barnacle, 2007). The fluidity 
and dynamic characteristics of knowledge demand that curriculum encompass a dynamic 
dimension. 
 Barnett and Coate (2005) are particularly critical of the ‘shopping list’ conception of 
curriculum, in which curriculum is simply interpreted as ‘nothing else than the listing of its 
essential knowledge contents’ (p. 60). They argue that knowledge has human characteristics 
and “knowing is a personal relationship between the person and the intellectual field in 
question” (p.60). There is no knowledge acquired without engagement between the person 
and the knowledge in her acts of knowing. In other words, it is not possible to acquire 
knowledge and understanding without acting in some way. The acting domain within the 
curriculum is related to the part of the student's education that requires students to undertake 
certain activities and develop particular skills. Through these actions of various kinds, 
students apply their knowledge in the situations of practice, contesting their understanding, 
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enhancing (or rejecting) it and acquiring relevant skills. Such acting is, therefore, ‘willed’ 
acts since the students take responsibility for the way their skills are realised (Barnett & 
Coate, 2005). Important as they are, knowing and acting cannot provide a sufficient 
framework for HE curriculum without the third domain - being. The authors argue that ‘the 
self, the being, makes possible the knowing’ in the sense that ‘the students are able to take on 
or unable to take on certain kinds of knowing, given their dispositions, given the self’ 
(Barnett & Coate, 2005, p.110). The relationship between knowing, acting and being is 
integral. In developing the skills embedded in the form of knowing (or know-how), a student 
is also getting into that mode of knowing and taking on ways of being (or different identities). 
Knowing, acting and being are distinctive but integrated components of the 
framework. Different disciplines will have different weighing of each domain in their 
particular curriculum, so the building blocks may overlap and the overlapped part(s) 
represent(s) the extent of integration between domains. For example, Barnett and Coate 
(2005) find that in the subject area of history the knowledge content that is deemed necessary 
to transmit to students receives the first and foremost attention in curriculum designing. Also, 
the disciplinary knowledge in this field is fairly stable over time. Consequently, the knowing 
domain is a dominant component in the curriculum while the acting domain makes up a 
smaller block and tends not to be well integrated with the two others. As history students are 
commonly socialised into academic communities, the being receives a significant weight 
within the framework and is integrated to a considerable extent with the knowing domain 
(Figure 2.2). 
 
 
 
 
 
 
Figure 2.2. Curricula in History (Barnett & Coate, 2005, p. 73) 
 
Though differing in size and relationship with each other, characteristically one component is 
dominant (Barnett, 2017). For example, sciences focus heavily on knowledge domain; 
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professional fields emphasise the domains of action (acting) and self (being); and creative 
arts and humanities give more ground to students as human-beings (Barnett, Parry, & Coate, 
2001).  
Illuminated in Barnett and Coate’s framework is the idea of engagement. It is this 
engagement element that makes their approach to understanding curriculum emancipatory 
and empowering. The authors suggest that in order for the students to truly engage with the 
curriculum, the three domains of knowing, acting and being must essentially integrate to a 
certain level. With little integration, the curriculum would be fragmentedly constructed and 
the domains can take on a performative character, for example, knowledge is repacked into 
more efficient modes of curricular delivery to become ‘a commodity to be accessed and 
consumed’ (Barnett & Coate, 2005, p.91). The knowledge then has the practical value as a 
response to the need of the market rather than the power of transforming individual’s self. In 
a similar manner, with little integration, acting can be performative and product-oriented, 
which means to get the task done, rather than being a deep engagement in the activity itself. 
In brief, Barnett and Coate’s framework of HE curriculum focuses on student learning 
and emphasises agentive engagement. Within this conceptual framework, HE curriculum 
should be conceived and constructed in the way that assists students in learning to construct, 
organise and build on what they know and can do to arrive at new knowledge, new skills and 
appropriate ways of being. A curriculum as such is ‘an educational vehicle for the student’s 
own journey of becoming, of the student coming into a certain kind of being, who has some 
chance of prospering in a world of simultaneous, unpredictable and contending challenges’ 
(Barnett & Coate, 2005, p. 55).  
My research is related to this framework in the following aspects: 
First, one approach to IoC has been to focus on the systematic development of 
internationalisation-related graduate attributes (Leask, 2011b), which emphasise the holistic 
development of students into global professionals and citizens who are able to act responsibly 
despite global inequities (Clifford, 2009; Green & Mertova, 2011). Responsible global 
citizenship and professional competence in the world of unknowns calls for a certain kind of 
being-in-the-world (Heidegger, 1962), or the disposition termed by Barnett and Coate (2005) 
as the will to engage. Therefore, the internationalised curriculum must be the curriculum-as-
engagement.   
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Second, professional competence has traditionally been described as attributes and 
evaluated in relation to the knowledge and skills which are possessed by professionals and 
applied in practice. Dall’Alba (2009) argues that while knowledge and skills are necessary, 
they are insufficient for skilful practice and for transformation of the self that is integral to 
achieving such practice. In other words, in order to obtain skilfulness, students (or aspiring 
professionals) must go through their own journeys of becoming in which their identities are 
adjusted and evolve so that their professional self gradually takes shape over time. This view 
echoes Heidegger’s (1998) claim, i.e. ‘real education lays hold of the soul itself and 
transforms it in its entirety’ (p. 167). If a central purpose of education is transformation of the 
self or ways of being, professional education programs should lead to the transformation of 
the student/aspiring professional to the professional capable of skilful practice in the area 
she/he is learning. Viewed from this perspective, IoC should not merely concern what 
students know and can do but also who they are. The internationalised curriculum, therefore, 
must be the vehicle for students’ becoming.  
Having argued that IoC must provide the space for students’ engagement and 
becoming, I draw on Barnett and Coate’s (2005) framework to conceptualise the 
internationalised curriculum as involving and nurturing all three dimensions of knowing, 
acting, and being which are constitutive of their becoming. This conceptualisation will be 
incorporated in the study’s theoretical framework for data analysis developed in section 3.7. 
2.6. Internationalisation of higher education  
Since IoHE has been paid ever-increasing attention around the world, definitions and 
rationales have been developed and elaborated over time. It is generally agreed that IoHE is 
not a homogenous notion (Hudzik, 2014) and means different things in different countries, 
different institutions and for different stakeholders depending on their purposes (De Wit, 
2011; Knight, 2004; Leask, 2015). As De Wit (2015) remarks, the what, how and outcome of 
internationalisation strategies cannot be defined without the why being first answered. The 
following section will look at various drivers of IoHE. 
2.6.1. Rationales and motivations for IoHE 
Traditionally, the drivers of internationalisation are categorised into four groups, i.e. political, 
economic, academic, and social/cultural (De Wit, 2015; Knight, 2004). However, there have 
been significant changes in both the nature and priority within and between these categories 
(De Wit, 2002), resulting in the boundaries sometimes being blurred.  
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Political rationale is more relevant to a national level than the institutional level. 
Historically, international education was part of foreign policy for maintaining national 
security and peace. In the 1970s and the early 1980s, internationalisation in many countries 
was focused primarily on development cooperation and aid (De Wit, Deca, & Hunter, 2015). 
Programs such as the Colombo, Fulbright Plans and also similar plans in the Soviet Union 
represented a commitment by the richer countries to provide an education necessary for the 
development of the newly independent countries (Davis & Mackintosh, 2011). As societies 
have become increasingly more connected, internationalisation is seen as beneficial for many 
countries, particularly smaller and/or developing ones, to become more globally visible, thus 
maintaining and promoting their national identity. However, there have been concerns 
regarding the trend of copying the West in internationalising universities in Asia (Mok, 
2007), which is detrimental in terms of preserving identity and culture. For many countries 
such as the United States, Australia and European countries, international education 
exporting has continuously been an important part of their foreign policy. The Australian 
policy shift from ‘aid’ (the government’s sponsorship of overseas students through the 
Colombo Plan) to ‘trade’ (the introduction of full-fee program and the commercial export of 
HE services) in the mid-1980s, for example, is an indicator of the economic rationale for 
IoHE. However, it is argued that this policy shift does not entirely abandon the development 
aspiration of the Colombo plan (Davis & Mackintosh, 2011; Harman, 2005). 
Economic rationale has gained increasing importance and relevance to 
internationalisation at both national and institutional level. As remarked by Rumbley and 
Altbach (2015), international education has become a big business globally. For some 
English-speaking countries, the revenue from recruiting international full fee-paying students 
is a significant source of national income. In Australia particularly, income from international 
education services sector reached $30.3 billion in 2017 (Australian Government, 2018a) 
arising from the over 700,000 enrolments by full fee-paying international students onshore 
(Australian Government, 2017b). Knight and De Wit (1997) claim that there exists a close 
link between IoHE and the well-being of the economy. Since economies become increasingly 
interdependent, countries are focusing on their economic competitiveness which is based on 
scientific and technological capacity. IoHE, through the development of highly-skilled 
workforce, has a critical role in sharpening the country's competitive edge. At the institutional 
level, the need to earn revenue is also a major motivation for internationalisation activities in 
the face of reduced state budgets and the escalating pressure of accommodating growing 
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numbers of students while ensuring educational quality. In Australia, the potential of income 
generation drives the strategic importance of internationalisation of universities although 
there may be emphasis on socio-political and academic aspects in institutions’ statements or 
where rationales for internationalisation are outlined. 
The academic rationale is related to the aims and functions of HE. One of the leading 
reasons for IoHE is the achievement of international academic standards although there have 
been controversies regarding the resulting uniformity and homogeneity across the globe 
(Knight & de Wit, 1997). The assumption underlying this motivation is that the international 
dimensions of teaching, research and service add value to the quality of HE. Also, the 
contribution of talented international students to the academic community is deemed 
beneficial in terms of the intellectual security (McCormack, 2005) of the host country. The 
recent focus on IoC in many countries (see Beelen & de Wit, 2012; Leask, 2015) reflects 
their effort in utilising the diverse cultural capital of students to the educational benefit of all. 
Cultural and social rationales focus more on the development of the individual rather 
than the institution or the whole nation (Knight & de Wit, 1997). The emphasis of this 
rationale is the holistic development of the individual as a responsible citizen with strong 
knowledge and skills base in intercultural relations and communication. Since cultural and 
social rationales acknowledge and respect cultural diversity, it is also concerned with the 
preservation and promotion of national culture. However, as Knight (2013) states, whether 
internationalisation forces really assist the recognition and promotion of cultures has been at 
the heart of debates. On the one hand, internationalisation is regarded as a way to balance the 
perceived homogenising effect of globalisation. On the other hand, there are concerns that it 
creates opportunities for cultural hybridisation through which national cultural identities and 
indigenous cultures are being eroded (Knight, 2013). 
As IoHE has become increasingly complex and involves various actors, Knight 
(2004) further differentiated between national-level and institutional-level rationales although 
overlaps might certainly exist. At the national level, rationales for IoHE include human 
resources development, strategic alliances, public diplomacy, commercial trade, national 
building, and social/cultural development. At the institutional level, internationalisation 
rationales include international branding and profile, income generation, student and staff 
development, strategic alliances, knowledge production, and teaching and learning 
enhancement.  
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The emphasis on the various rationales for IoHE has been shifting over time (Qiang, 
2003). However, it can be noted that some emerging common trends are typical for many 
countries. Before the 1990s, IoHE was largely perceived as cooperative efforts for political, 
academic and cultural purposes (ibid.) whereas the contemporary discourse of IoHE is 
characterised by the increasing economic imperatives (Rizvi, 2011; Turner & Robson, 2008) 
and the motivation to develop internationally and interculturally capable graduates (Knight, 
2013) through IoC or IaH.  
2.6.2. Meaning of IoHE 
One issue that matters for all levels, i.e. national, sectoral, and institutional levels, is that the 
concept of IoHE ‘has been understood and applied in a highly variable fashion’ (Callan, 
2000, p. 16). Different conceptions lead to confusion about how to use the term and how 
much importance should be attached to internationalisation activities. 
Among the first people to define internationalisation were Arum and van de Water, who 
wrote: 
[Internationalisation is the] multiple activities, programs and services that fall within 
international studies, international educational exchange and technical cooperation. 
(Arum & van de Water, 1992 in Knight, 2004, p. 9)  
This definition appears to be quite ‘closed-ended’, allowing minimal space for new 
initiatives and developments. It seems to provide a common label for a group of limited 
existing activities that are already international by nature rather than defining IoHE in a broad 
sense with its richness and complexity illustrated. This definition perhaps reflects a common 
approach during the infancy of the concept, i.e. IoHE is regarded as a set of specific activities 
rather than a dynamic process that ‘needed to be integrated and sustainable’ (Knight, 1994, p. 
7). Also seeing internationalisation from the institutional level perspective, Knight (1994) 
proposes a definition that gained popularity and became widely recognised.  
 [Internationalisation is the] process of integrating an international/intercultural 
dimension into the teaching, research and service functions of the institution. (p.7) 
Knight's definition acknowledges that internationalisation is a process, which implies its 
continuity, new developments and evolution. This definition sees internationalisation 
manifested in all the primary functions of a HEI rather than as a set of disjointed activities. 
One problem with this definition, however, is that it involves potential confusion of whether 
internationalisation is an end in itself or a means to a further end. This in turn may lead to 
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other confusions such as why internationalising, for what or for whom internationalisation is 
worth pursuing, etc. 
 Van der Wende (1997) suggests adopting a wider definition of internationalisation: 
[Internationalisation is] any systematic, sustained effort aimed at making higher 
education responsive to the requirements and challenges related to the globalization of 
societies, economy and labour markets. (p.19) 
One of the strengths of this definition is that it highlights the relationship between globalisation 
and internationalisation as well as the sustainability of internationalisation efforts. By 
articulating such relationship, Van der Wende’s definition identifies the why of 
internationalisation and the role of HE in the challenging context of globalisation. However, 
this definition is too broad in the sense that it fails to specify the context of the education sector 
(Knight, 2004) or guide internationalisation practices. 
The realities of IoHE have changed considerably during the early years of the twenty-
first century. The HE sector itself has largely expanded with the emergence of new, non-
traditional education providers, e.g. media companies such as Pearson or multinational 
companies such as Apollo, with diverse interests, rationales and approaches (see Knight, 
2004). Besides, the governance role of national/sector level becomes increasingly significant, 
for example, in terms of licensing, accreditation, funding, and quality assurance. To address 
such new developments, Knight (2004) replaces the three specific functional terms, i.e. 
teaching, research and services, in her previous definition by more general ones, i.e. purpose, 
function, and delivery, and explicitly mentions the broad sector of postsecondary education. 
[Internationalisation is] the process of integrating an international, intercultural, or 
global dimension into the purpose, functions or delivery of post-secondary education. 
(Knight, 2004, p. 11) 
This revised definition involves several key elements. First, Knight maintains that 
internationalisation is a process, ‘a cycle of planned and spontaneous initiatives at both the 
program and policy levels’ (Knight, 1999, p. 203). Second, the breadth and depth of 
internationalisation was reflected through her deliberate use of the triad international, 
intercultural and global dimensions, of which: (i) international refers to the ‘relationships 
between and among nations, cultures, or countries’ (Knight, 2004, p. 11); (ii) intercultural 
acknowledges the diversity of cultures within countries, communities and institutions; and 
(iii) global provides the worldwide scope. Third, the concept of integration denotes that the 
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triad is integral and central within the overall objectives and tasks of a national postsecondary 
system.  
Knight's definition has been widely used, partially because it was intentionally made 
value-neutral and generic enough to apply to different countries, cultures and education 
systems. More recently, De Wit, Hunter, Howard and Egron-Polak & Howard (2015) 
expanded Knight’s definition, describing IoHE as:  
[T]he intentional process of integrating an international, intercultural or global 
dimension into the purpose, functions and delivery of post-secondary education, in 
order to enhance the quality of education and research for all students and staff, and 
to make a meaningful contribution to society. (De Wit et al., 2015, p. 281)  
The revised definition explicitly indicates that internationalisation is a planned, purposeful and 
inclusive process - a less elitist one that involves all staff and students - and a means to enhance 
quality within and beyond the institution rather than a goal in itself.  
 Also, there has been a relatively new term, i.e. comprehensive internationalisation, 
emerging since the first years of the twenty-first century. A well-cited definition is the one by 
Hudzik (2011) in which comprehensive internationalisation is seen as cutting across all key 
institutional missions as well as being integrated into the ethos and values of HE. 
[Comprehensive internationalisation is] commitment confirmed through action to 
infuse international and comparative perspectives throughout the teaching, research 
and service missions of higher education. It shapes institutional ethos and values and 
touches the entire higher education enterprise... [It] not only impacts all the campus 
life but the institution's external frames of reference, partnerships and relations. (p.6) 
Originating in the US., the term has gained growing currency and is in part regarded as ‘a 
response to the greater complexity and dimensions associated with an evolving notion of 
internationalisation’ (Hudzik, 2014, p. 7). In effect, this concept can be regarded as an 
extension of Knight’s term. While ‘comprehensiveness’ is implied in Knight's definition 
since internationalisation is intended to relate to and be integral in all HE missions (teaching, 
research and service), Hudzik (2014) argues for the need of an explicit articulation of 
‘comprehensive’ in the definition of internationalisation. He observes that HEIs’ behaviours 
regarding internationalisation are far from being comprehensive but, in various cases, 
piecemeal and fragmented. Therefore, ‘comprehensive’ is meant to explicitly emphasise ‘the 
scale, scope and inter-connected behaviours that a twenty-first century global environment is 
pressing upon HE internationalisation’ (Hudzik, 2014, p. 20). 
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Since internationalisation has transformed HE around the world and dramatically 
evolved itself, the following section will sketch the changing landscape with new 
developments of IoHE. 
2.6.3. Recent developments of higher education internationalisation 
Internationalisation has become part of HE’s mainstream focus (De Wit, 2013), shifting from 
an ad hoc and marginalised to the core dimension of HE systems worldwide (Deardorff, de 
Wit, & Heyl, 2012; Knight, 2012) and being a ‘normative topic with strong political 
undercurrents’ (Kehm & Teichler, 2007, p. 262). Internationalisation is manifested in various 
ways (Rumbley, Altbach, & Reisberg, 2012). A review of literature on IoHE reveals the 
following prominent themes. 
Commercialisation of international education on global scale 
A remarkable feature of the contemporary IoHE landscape is the dominance of the more 
commercial focus in internationalisation over the traditional cooperative internationalisation 
(Brandenburg & De Wit, 2011; Rumbley et al., 2012). National governments are attracted by 
the power of hyper-commercialism (Clyne et al., 2001) and national policy impulse is 
translated into an inner institutional force, resulting in the proactive international marketing 
of institutions to attract fee-paying students as well as the overseas expansion of some 
institutions. Levels of internationalisation are increasingly measured in practical, commercial 
terms such as numbers of international students on campus, numbers of offshore programs 
and percentage of income earned through international activities (Leask et al., 2011). 
Commercialisation of international education has also urged universities to, on the one hand, 
review and standardise their courses to make them more marketable and, on the other, to 
define their distinctive character and differentiate their courses to make them standout as an 
attractive ‘product’.  
The commercialisation of international education and the associated commodification 
of education programs entails the reconceptualisation of students as consumers (Sharrock, 
2000), which is criticised as having undesired pedagogical implications. For example, Naidoo 
and Jamieson (2002, in Naidoo, 2003) argue that modularisation of study courses and the 
consumer mentality in students have ‘transformed learning into a process of picking up, 
digesting and reproducing an unconnected series of short, neatly packaged segments of 
information’ (p. 253). This approach to HE may be detrimental for students’ intellectual 
development as well as their disposition and motivation towards lifelong learning. 
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The commercial aspect of internationalisation is also supported by the emergence of 
new educational providers and for-profit entities (see Knight, 2004) that provide language 
training and new pathway programs for international students. While these offerings arguably 
widen students’ access to HE, thus enhancing educational equity, the mushrooming number 
of those programs contributes to making international education a ‘big business’ globally.  
Mobility of students and faculty 
According to the Australian Government (2017a), the total number of international students 
worldwide has increased by 67% since 2005 to reach approximately five million in 2016. 
This dramatic growth has been driven primarily by the gap between the demand for HE and 
the capacity of national HE systems (Banks & Bhandari, 2012). Rumbley and Altbach (2015) 
observe that although student mobility remains a bedrock component of most institutions' 
internationalisation agendas, there are notable efforts for innovation in this area, on both the 
inbound and outbound sides of mobility. For example, mobile students can now enjoy 
increasing support both from home and host university so that they are comprehensively 
prepared before departure, well-supported while abroad, and able to make the most of their 
international experience upon their return ‘home’ (Jackson & Oguro, 2018; Oguro, 2016; 
Rumbley & Altbach, 2015). In some North American and European countries, outbound 
students are offered more options to incorporate research, work, and volunteer activities into 
their overseas study experience (Farrugia, 2013). In recent years, the map of favourite 
destinations for international students has changed considerably with the emergence of ‘non-
traditional’ destinations in Asia such as Japan and Korea (The International Strategy Office, 
2015), providing mobile students with an even more abundant choice of courses.  
The expansion of academic mobility schemes around the globe is also a visible and 
measurable outcome of internationalisation. Although academic mobility creates valuable 
opportunities for expertise exchange and for curriculum and campus internationalisation 
(O’Hara, 2009), scholars are critical of such mobility. According to Rumbley et al. (2012), 
much academic mobility is ad hoc and short-term. Knight (2013) argues that it is more a great 
brain race on the global scale than mobility for collaboration, cooperation and mutual academic 
benefits. Several countries are now promoting major marketing campaigns to attract the best 
and brightest brains to their institutions to supply the ‘brain power’ for innovation and research. 
In this brain race, the flow of intellectuals (both academics and students) is very much from 
the South to the North (Ellerman, 2006; Leask, 2015). Mobility, in the context of globalisation, 
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contributes to deepening the global inequality of knowledge creation and application 
(Solimano, 2002), thus resulting in a more divided world.  
Mobility of education providers and programs 
The mobility of providers and/or programs is the element of internationalisation that is 
influenced strongest by advanced technology applications, especially information and 
communications technology. E-learning platforms, digital texts, electronic interactions, etc. 
have become part of HE culture (Ross & Gage, 2006), opening up a flexible mode of access 
to teaching/learning resources, supporting teaching and learning communities through 
electronic networking and enhancing flow of communications (Graham, 2006). The mobility 
of providers and programs takes various forms, ranging from branch campuses, joint-degree 
programs, and massive open online courses (MOOCs) to other initiatives such as franchising 
and twinning arrangements. The last decade has witnessed an unprecedented increase of 
branch campuses around the world. Lawton and Katsomitros (2012) report that during the 
2002-2012 period, the number of branch campuses increased nearly ten-fold from 24 to over 
200 worldwide. Besides, double and joint degrees have been mushrooming to meet the 
demand for international education of students who, for various reasons, do not choose to 
pursue their study abroad. Although these programs provide institutions, academics and 
students with good opportunities to expand their perspectives and to build relationships with 
foreign institutions, there are concerns about quality assurance, including academic quality, 
provider quality, credentials recognition and diploma quality (Knight, 2013).  
Development of education hubs 
Education hubs have built on the first (student mobility) and the second (programs and 
providers mobility) generations of cross-border education activities, thus typically involving 
a mass of foreign providers, programs and students (Knight, 2014). Knight observes that the 
prevalent form of international education hubs is the country-level one, where a country aims 
to position itself as a prestigious centre of student recruitment, education, training, and in 
some cases knowledge production and innovation. Some representatives of the largest hubs 
that host the greatest numbers of international students include Malaysia, Singapore, the 
United Arab Emirates (UAE) and Hong Kong (Chan, 2011; Knight, 2014; Marginson, 2011). 
The development of education hubs represents the regionalisation of HE as the primary 
interests of these countries are attracting students from the region, building their profile in the 
region (Knight, 2011b) in an attempt to compete with other global players.  
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The prevalence of English language 
In many parts of the world, there has been a growing importance of English as the language 
of research, knowledge distribution and instruction in HE (Huang, 2006; Rumbley et al., 
2012). For many European HEIs, the motivation for introducing English-taught programs lies 
in the potential of attracting more international students, preparing domestic graduates for the 
international environments and sharpening the HEIs’ international competitiveness (Rumbley 
et al., 2012; Wächter & Maiworm, 2008). In many Asian countries, the adoption of English in 
educational settings has also become a trend regardless of whether or not the country has a 
history of Anglo-American colonisation (Hamid, Nguyen, & Baldauf, 2013; Poon, 2013). 
According to Huang (2006), the EMI policy is considered by non-English-speaking polities 
as an important way to upgrade educational quality and standards and a mechanism for 
internationalisation. Such English-as-equivalent-of-internationalisation perception was not 
uncommon, to the degree that De Wit (2012) critically identified it as the first of nine 
misconceptions about IoHE. When a means (i.e. English) to achieve internationalisation has 
become the goal in itself, there are risks of devaluing internationalisation and decreasing 
educational quality. Similar to any policy borrowing, the Englishisation (Jon & Kim, 2011) 
of HE on a global scale potentially has neo-colonial characteristic as HEIs and nation states 
risk losing their national language, identity and traditions. It has been argued that the 
prevalence of English language in education and research contributes to the dominance of 
Western knowledge and works against curriculum internationalisation (Pennycook, 2017). 
The quest for world-class status 
As Rumbley et al. (2012) observe, internationalisation has moved HEIs to ‘adjust everything 
from administrative policies to entire frames of reference’ (p. 13), a very tangible 
manifestation of which is the way HEIs are embracing the notion of incorporating an 
international perspective in their missions and strategic development. Since the frames of 
reference are lifted beyond the national context, a world-class status has become an aspiration 
of HEIs and HE systems around the world (Altbach, 2010; Hazelkorn, 2011). In the quest for 
excellence at the world level, there has been an increasing trend among HEIs to compete for 
places on league tables (Hazelkorn, 2011) and/or seek accreditation from international 
organisations (OECD, 2004). Although critics maintain that ranking systems do not and 
cannot provide a comprehensive measure of HE quality, global ranking has still been 
considered a symbol of international quality standards, a single norm for excellence 
(Hazelkorn, 2011), and become an irreversible development (Marginson, 2007). 
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The pursuit of world-class status has positive aspects. Marginson (2010) argues that it 
enhances competition and encourages research concentration as well as institutional 
stratification. However, once rankings are deployed as holistic indicators of institutional and 
national prestige, the quest for excellence exacerbates competition for leading researchers 
(Altbach, 2011; Marginson, 2007) as well as the gaps between the haves, i.e. older 
universities with more resources and capacity accumulated over time, and the have-nots, i.e. 
young, less-resourced universities (Hazelkorn, 2011). Therefore, it is suggested that 
aspirations for world-class institutions should be aspirations for a world-class system instead 
(Altbach, 2010), and the notion of excellence must be perceived more broadly beyond 
research to include teaching and other functions in HE (Rumbley et al., 2012). 
An interest in producing global graduates 
Preparing global-ready graduates who are able to live and work in the interconnected society 
of the twenty-first century is at the core of HEIs’ missions and of internationalisation efforts 
(Deardorff & Hunter, 2006). Commitment to producing globally competent graduates with a 
sense of global responsibility is now explicit in the strategic development statements of a vast 
number of HEIs. Although the qualities or attributes that graduates will need in their 
professions and as social and human beings in a globalised world arguably vary across 
disciplines, three key qualities emerged as areas of agreement within the literature: global 
outlooks, intercultural competence, and global citizenship. These learning outcomes of 
internationalisation underscore the importance of interdisciplinary education, of a new 
approach to teaching where knowledge is co-produced rather than being transmitted (Green 
& Mertova, 2009), and of moving HEIs, academics and students to see themselves and their 
work in a larger global context (Rumbley et al., 2012).  
2.7. Internationalisation of the curriculum  
2.7.1. Meaning, rationales and common trends of internationalisation of the curriculum 
For many years, internationalisation efforts have focused on student mobility (see Brewer & 
Leask, 2012). From an outgoing institution’s perspective, the main purpose of student 
mobility is to develop a range of outbound students’ competences and skills. From a 
‘receiving’ institution’s perspective, the presence of international students on campus would 
naturally lead to meaningful intercultural interactions between domestic and international 
students, conducive to their intercultural competence (Leask, 2015). However, studies such as 
Harrison and Peacock’s (2009), Leask’s (2009), and Summer and Volet’s (2008) indicate that 
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universities do not successfully utilise the opportunities associated with international and 
intercultural diversity on campus. Experience around the world suggests that ‘intercultural 
interaction, in and outside classroom, is not developing naturally, and is at best limited 
among students from culturally diverse backgrounds’ (De Vita, 2005, p. 75). IoC has been 
gaining momentum in the context of a growing awareness that the majority of students would 
never undertake overseas study and that the desired interactions and intercultural learning 
must be intentionally arranged and facilitated within HE curriculum (Leask & Beelen, 2009). 
Beelen (2007) argues that ‘internationalised curricula are the only way to equip all students 
for their roles in this world’ (p. 4). 
In many cases, internationalisation of the curriculum (IoC) is used loosely as 
synonymous to internationalisation at home (IaH). To be precise the two terms differ in 
scope. IaH is defined by (Beelen & Jones, 2015b) as ‘the purposeful integration of 
international and intercultural dimensions into the formal and informal curriculum for all 
students, within domestic learning environments’ (p.11). These authors highlight that IoC 
encompasses IaH but disregards where the curriculum is delivered, whereas the latter term 
emphasises the use the domestic settings. This entails that outbound mobility programs are 
also included in IoC - if these programs are purposefully designed for and assess the 
development of intercultural capabilities and global perspectives (Leask et al., 2015) - but not 
part of IaH. Green and Mertova (2009) argue that in order to achieve the goals of IoC, the 
two areas of IaH and outbound mobility must be equally developed.  
While the term ‘internationalisation at home’ is sometimes used in Australia, 
‘internationalisation of the curriculum’ is a more popular term. The most widely recognised 
and cited definition of IoC is the one by Betty Leask which says, 
Internationalisation of the curriculum is the incorporation of international, 
intercultural, and/or global dimensions into the content of the curriculum as well as 
the learning outcomes, assessment tasks, teaching methods, and support services of 
a program of study (Leask, 2015, p. 9).  
An internationalised curriculum will engage students with internationally informed 
research and cultural and linguistic diversity and purposefully develop their 
international and intercultural perspectives as global professionals and citizens (Leask, 
2009, p. 209).  
Throughout her work, Leask has stressed the importance of careful program and course 
design for the purpose of improving students’ learning outcomes (Leask, 2015). The above 
definitions therefore explicitly refer to specific aspects of a study program to include not only 
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knowledge content but also teaching, learning and assessment processes. As Liddicoat, 
Eisenchlas, and Trevaskes (2003) argue, internationalisation of course content alone typically 
fails to develop the intercultural dimensions because it fails to address issues of identity and 
engagement. Successful IoC, therefore, requires a holistic conceptualisation of the curriculum 
that includes the formal, informal as well as the ‘hidden’ curriculum (Leask, 2009). Course 
content, pedagogical practices, learning strategies and assessment mechanisms are important, 
but so are the extra-curricular activities such as student exchange, volunteering, interactions 
and engagement with societies and people outside one’s own culture. ‘Hidden’ lessons 
learned from activities that demonstrate a commitment to embracing global perspectives are 
equally valuable. 
According to Leask (2015), IoC activities are both similar and different across regions, 
largely due to the differing political, economic and sociocultural features of particular 
contexts. The author points to typical misconceptions emerging from IoC experience around 
the world, which equate IoC to (i) teaching international students, (ii) modifying the 
curriculum content or sometimes teaching processes to be taught off-shore, (iii) outbound 
mobility in the form of study abroad and exchange, and (iv) having some sort of generic 
curriculum that is relevant anywhere. These misinterpretations and approaches to IoC result 
in narrow and fragmented practices that focus on a proportion of the student population and 
on a single aspect of the curriculum, be it pedagogy, content or student activity.  
A more comprehensive approach to IoC has been to focus on the systematic 
development of graduate attributes (Leask, 2011a), which include a broad range of skills, 
knowledge, and attitudes needed for the exercise of citizenship in the globalised world. As 
defined by Bowden, Hart, King, Trigwell, & Watts (2000), graduate attributes refer to 
the qualities, skills and understandings a university community agrees its students 
should develop during their time with the institution. These attributes include, but go 
beyond, the disciplinary expertise or technical knowledge that has traditionally formed 
the core of most university course. They are qualities that also prepare graduates as 
agents of social good in an unknown future. (Bowden et al., 2000, p.1)  
The graduate attributes demonstrate the shift of focus from inputs (for example, funding and 
student entry scores) to educational outcomes (Leask, 2015) and reflect the varied rationales 
behind IoC. According to Jones and Killick (2007), rationales for IoC are typically either 
pragmatically based or values-based or a hybridisation of the two. Pragmatically based 
rationales are concerned with the necessary skills and understandings for students to perform 
in the globalised world. In contrast, values-based rationales are associated with global 
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citizenship, responsibility and ethics and, driven by this type of rationale, IoC seeks to 
develop the appropriate attitudes that inform the application of both knowledge and skills. 
The authors also argue that the number of outcomes to be addressed is dependent on how 
mature, complex and ‘values-based’ the model of an internationalised curriculum is.  
Similar to IoHE generally, IoC has been criticised to entail hegemony of Western theories 
and practices or the Westernisation of the curriculum. Several scholars consider this as 
resulting from the misconception of globalisation as uniformity (Green & Mertova, 2009). 
Western content and pedagogy are then assumed to be ‘universally relevant’ in any cultural 
setting (Patrick, 2004, in Green & Mertova, 2009), which may result in a ‘one size fits all’ 
curriculum that fails to accommodate and engage with cultural diversity in different settings. 
Since a goal of IoC is producing graduates with knowledge, skills, and attitudes required to 
operate in the global environment, it is, as argued by Marginson (1999), ‘in itself a form of soft 
imperialism which imposes ‘Western’ ways of thinking, doing and acting on an ever-increasing 
proportion of the world population’ (p. 19). In many Asian countries, the spread of English as 
the medium of instruction (EMI) and the borrowing of Western curricula and practices (Jon & 
Kim, 2011; Tran et al., 2018; Welch & Yang, 2011) have resulted in an imbalance in the power 
relationship between the South and the North (Marginson, 2003 in Leask, 2008). Leask (2015) 
identifies one challenge facing HEIs in developing countries is negotiating an appropriate 
balance between developing the knowledge, skills, and attitudes required for both national 
development and global participation. These tensions also have ethical implications for 
developed countries in pursuing their own internationalisation agendas through forging 
transnational partnerships, for example, how to ensure the ‘developing’ partners are able to 
make informed decisions about what internationalisation means for them and their 
development. 
2.7.2. Internationalisation of the curriculum at the teaching interface 
IoC must begin within the disciplines. There has been a growing awareness that no 
substantial changes will take place if academics are not fully engaged in the process (Leask, 
2015). However, engaging faculty in IoC is reported to be challenging (Childress, 2010; 
Leask, 2008; Sanderson, 2008).  
The literature on IoC suggests that faculty’s hesitation and resistance are inhibitors of 
IoC. Stohl (2007), for example, named his article ‘We have met the enemy and he is us’ to 
indicate the challenge of engaging the academic staff in developing and sustaining 
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internationalisation. One barrier to academics’ engagement is the varied understandings of 
the meaning, purpose, relevance and approach to IoC in different disciplines (Sawir, 2011). 
In the similar vein, other studies such as Bond et al’s (2003, in Green and Mertova, 2009) 
points to the problem of parochialism among faculty. For example, if academic staff’s 
conceptualisation of IoC is primarily limited to student mobility and has little, or nothing, to 
do with their responsibility, they may show little interest in internationalising their 
curriculum.  
In addition, Clifford (2009), Wamboye, Adekola, and Baldwin (2014), and Sawir 
(2011) find that the level of engagement differs significantly across disciplines. It is therefore 
vital that faculty be equipped with skills that allow them to be ‘deeply engaged in a critique 
of traditional discipline perspectives as well as the origins of their personal values and their 
impact on their behaviour as teachers and academics’ (Leask & Beelen, 2009, p. 7). 
According to these authors, in order to engage with IoC, academic staff need to have an 
overall understanding of how the curriculum and its individual components contribute to the 
development of students’ international, intercultural knowledge, skills and attitudes. They 
also need specific skills in designing interactive and collaborative learning processes as well 
as assessment tasks. 
 Leask (2004) states that engaging with IoC calls for the skills and attributes that many 
academics do not necessarily feel they have. The author identifies four key areas of 
competence which are applicable for both academic staff teaching onshore and offshore: (i) 
being experts in their field within both international and local contexts, (ii) being skilled 
teachers and managers of the learning environment, (iii) demonstrating particular personal 
attitudes and attributes such as being approachable, patient, encouraging and passionate about 
teaching, and (iv) being efficient intercultural learners (Leask, 2005). While the first three 
areas are about general ‘good teaching’, the last one is specific to the internationalisation 
context. This particular area points to the need of ‘internationalisation of the academic Self’ 
(Sanderson, 2008, p. 276) that requires ‘critical reflection and self-reflection on the basic 
assumptions of one’s own culture and worldview’ (p. 283). In other words, academics’ self-
transformation is a prerequisite for IoC but undoubtedly evolves during and as a result of IoC 
practices.  
Although short-term international teaching and researching experience could be 
beneficial for the internationalisation of the academic self (Clifford, 2009; Wamboye et al., 
2014), the literature suggests that international exposure alone is not enough for enhancing 
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staff capacity to teach cross-culturally (Bennett & Salonen, 2007; Schuerholz-Lehr, 2007). It 
is therefore important that overseas experience be complemented with appropriate 
professional development (PD). As Green and Mertova (2009) suggest, pre-departure cross-
cultural training and upon-return reflection opportunities could be offered to help maximise 
the transformative benefit of the intercultural experience.  
Collectively, the above highlights the needs for academic empowerment and PD to 
support staff to see the relevance of IoC to them and their students, to adapt their teaching 
and curriculum and to develop their own intercultural competence. Faculty development may 
take various forms, including seminars or workshops that provide faculty with opportunities 
to ‘re-vision’ what they know (Winston, 2001, p. 69) and to try new pedagogical approaches 
to encourage experiential and intercultural learning (Brewer & Cunningham, 2010). As IoC 
requires that the conventional understandings of knowledge, ways of doing and researching 
within disciplines are challenged and each discipline has much to learn from others' 
experience (see Mestenhauser, 1998), inter-disciplinary conversations and sharing of ‘good’ 
practices are therefore deemed beneficial.  
Leask’s Internationalising the curriculum in action fellowship addresses the need for 
empowering academics in IoC. In the framework that Leask and Bridge (2013) developed as 
part of the Fellowship (Figure 2.3), disciplinary teams were situated at the centre of the IoC 
process and disciplinary knowledge is fore-grounded as a critical determinant in the 
conceptualisation and practice of IoC. 
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Figure 2.3. A conceptual framework of IoC (Leask & Bridge, 2013, p. 84) 
 
According to the authors, knowledge productions within and across the disciplines are 
equally important. Although disciplinary groups have been described as ‘academic tribes’ 
with distinctive cultures and their own ways of seeing, understanding, shaping and coping 
with the world, the problems faced by our super-complex world requires interdisciplinary 
approaches to finding solutions. In the framework, three key elements of designing an 
internationalised curriculum are identified: (i) requirements of professional practice and 
citizenship, (ii) the holistic development of all students undertaking the study program, and 
(iii) assessment of intercultural and international knowledge, skills and attitudes across the 
program. These elements are seen through the lens of dominant paradigms and sometimes the 
lens of emerging paradigms. Disciplinary knowledge and the decisions made in relation to 
IoC are nested within layers of institutional, local, national and regional, and global contexts, 
which implies successful IoC must take into account not only international, intercultural 
factors but also local, indigenous knowledge, values and needs.  
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To internationalise the curriculum, Leask (2013) emphasises the importance of 
disrupting the dominant forces within disciplines and opening to new imaginings (also see 
Green & Whitsed, 2012). Thus, the process model for IoC development, as proposed by 
Leask (2013), involves five stages: reviewing, imagining, planning, acting, and evaluating 
(repeatedly). As Green and Whitsed (2015) remark, this IoC process can (and should) be 
applied on both individual academic and team levels since ‘doing IoC effectively means 
engaging in praxis’ (p. 12) which calls for personal and professional development for both 
individual academics and disciplinary teams.  
2.7.3. Students’ experience of internationalisation of the curriculum 
Existing literature on students’ experience of internationalisation tends to focus on three key 
dimensions: the social and academic experiences of international students (Briguglio & 
Smith, 2012; Jones, 2017; Oguro & Giovanangeli, 2016), cross-cultural interaction between 
domestic and international students (Leask, 2010; Liddicoat et al., 2003; Volet & Ang, 1998), 
and students’ intercultural development in the context of an internationalised curriculum 
(Bodycott, Mak, & Ramburuth, 2014; Soria & Troisi, 2014).  
While study abroad is a life-changing experience for many students in terms of 
academic attainment, intercultural and personal development as well as career prospects 
(Dwyer, 2004; Jones, 2013; Jones & Killick, 2007), extensive research found that 
international students undertaking study degrees outside their home countries face various 
challenges. Jones (2017) categorises factors affecting the international student experience 
into four interrelated milieus: personal, familial, institutional and national. In particular, 
Briguglio and Smith (2012) found that a culturally mixed setting represents a threat for all 
students regardless of their backgrounds, which may result in bouts of culture shock 
(Cameron & Kirkman, 2010) and feelings of being unwelcome and isolated (Sawir, 
Marginson, Deumert, Nyland, & Ramia, 2008). This echoes pioneering work such as Ward 
and Kennedy’s (1993, in Spencer-Oatey et al, 2017) that reveals ‘cultural similarity-
dissimilarity’ (p. 741) affects international students’ sociocultural adaptation since cross-
cultural exposure is psychologically intense and associated with potential risk of 
embarrassment and failure (Paige, 2003).  
In the academic aspect, acculturative stress may occur due to numerous factors, 
including language barriers, new teaching and learning strategies and different expectations 
of teachers’ role (Cadman, 2000; Mak & Kim, 2011). Among the various challenges faced by 
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international students, Briguglio and Smith (2012) points to the lack of communicative 
proficiency as one key blocker that hampers students’ ability to benefit from their 
international education. Sawir et al. (2012) found a strong link between language proficiency 
and the exercise of agency. These authors argue that language proficiency can be a pervasive 
factor that threatens the human security of international students both inside and outside the 
classroom. In a similar vein, other authors such as Koehne (2005) and Tananuraksakul (2012) 
see the widely embraced use of international English as threatening non-native English 
students’ ethnic and cultural identities. Consequently, many international students do not 
have fulfilling experience of their overseas sojourn as they struggle to make friends 
(Hendrickson, Rosen, & Aune, 2011) or collaboratively engage with local students 
(Hennebry & Fordyce, 2018; Leask, 2009) 
The lack of cross-cultural interaction on campus has long been reported in the 
literature of students’ IoC experience. De Vita (2007) concludes that ‘the ideal of 
transforming a culturally diverse student population into a valued resource for activating 
processes of international connectivity, social connectivity and intercultural learning is still 
very much that, an ideal’ (p. 165). Reasons for such failure arise from both sides, i.e. home 
students’ unwillingness to spend time with international fellow students (Smith, 2006; Stone, 
2006), home students’ lack of communicative skills with non-native English speakers, and 
international students’ rose-tinted expectations about attitudes of the host (Leask & Carroll, 
2011). However, a dominant theme in the literature has been the simplified, stereotypical and 
deficit view of international students.  For example, Asian students are typically downplayed 
as being largely homogenous and ‘stick together’ (Chalmers & Volet, 1997), ‘surface’ or 
rote-learners (Ballard & Clanchy, 1991), and needy, problematic and passive (Heng, 2018). 
Although this deficit frame has been challenged (Heng, 2018; Tran & Vu, 2017), Marginson 
(2014) argues that negative discourse against international students still persists, which 
undervalues students’ ‘inner-directedness’, ‘self-will’ and ‘self-formation’ (p. 18) in 
international education. Also, as Tran (2013a) argues, the deep-seated view that international 
students lack critical thinking and other skills desired in Anglophone educational contexts 
often discourages teachers from developing inclusive pedagogies and curriculum to harness 
the cultural resources that students bring into international classrooms. 
Given such dissatisfying cross-cultural interaction, Leask and Carroll (2011) call for 
new and effective interventional strategies to ensure campus and classroom culture motivates 
interaction and intercultural development. The authors suggest that in order to move beyond 
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‘wishing and hoping…and dreaming’ (p. 657), it is important to (i) create an alignment of the 
formal and informal curriculum, (ii) focus on task design and management, and (iii) shift the 
focus of PD to how academics can create learning spaces that nurture cross-cultural 
interaction. Also, a growing body of research has emphasised the important role of 
intercultural mentoring in supporting students’ engagement with international, intercultural 
learning opportunities (Jackson, 2011; Oguro, 2016). In other words, the contemporary 
reality requires holistic and sustained strategies and efforts on the HEIs’ part to foster 
students’ engagement with internationalisation for the sake of their academic, intercultural 
and personal growth. Giovanangeli and Oguro’s (2016) Cultural Responsiveness framework 
identifies three parameters of students’ intercultural experiences, i.e. Awareness (developed 
through students’ reflections about their intercultural experiences), Engagement (i.e. students’ 
participation in the society), and Bringing Knowledge Home (i.e. students’ acting on the 
intercultural insights once returning ‘home’). Although this framework is developed in 
relation to an overseas exchange rather than to a full academic degree at a foreign institution 
(Jackson & Oguro, 2018), it does suggest areas where institutional resources can be invested 
to facilitate students’ intercultural development, both at home and abroad.  
In the context of the multicultural classroom, one way to engage students productively 
and meaningfully in IoC is to construct them as co-producers in partnership with faculty staff 
in the development and evaluation of teaching and learning resources (Bryson, 2016; Flint, 
2015; Green, 2019). This approach repositions students from passive subjects in education to 
active agents who are capable of contributing to their own learning through, for example, 
curriculum design based on their own culture and reflective capacity (Tran, 2015). However, 
engaging students as co-creators of knowledge can be constrained by various factors such as 
regulative government policies that position students as depoliticised clients instead of active 
partners (Suoranta & FitzSimmons, 2017) or the costly and time-consuming process of 
feedback and revision (Phan, Tran, & Blackmore, 2018). Engaging students effectively, 
therefore, involves challenging the IoC ‘practice architectures’ (Kemmis & Grootenboer, 
2008) which include cultural-discursive, material-economic, and social-political 
arrangements (Kemmis et al., 2014) within the local contexts.  
2. 8. Summary 
This chapter has reviewed the literature on curriculum, both as a field of study and as a concept. 
The review of the curriculum evolvement and different social imaginaries and requirements of 
the globalised world informed the adoption of Barnett and Coate’s (2005) framework to 
 42 
 
conceptualise the internationalised curriculum as involving all three dimensions of knowing, 
acting and being, which are constitutive of students’ becoming. The chapter also reviewed 
relevant research on IoHE and IoC with attention paid to the teaching interface and students’ 
experience. The next chapter will present the study’s methodology and theoretical framework. 
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Chapter 3. Research methodology 
3.1. Introduction 
This chapter seeks to explain the rationale for the study’s methodological considerations and 
presents the theoretical framework that shaped the exploration of how academics and students 
experience IoC in Vietnam and Australia. The chapter starts by presenting and justifying the 
choice of the qualitative approach and the case study design. Then it discusses details of the 
research sites and research participant sampling, followed by the three instruments used for 
data collection: documents, interviews, and focus groups. The chapter also presents the data 
collection procedures, ethical considerations, and the theoretical framework for data analysis. 
3.2. The qualitative approach 
In order to understand the processes of IoC in the chosen Vietnamese and Australian HEIs, 
my research seeks to recognise institutional initiatives, academics’ and students’ 
interpretations of and engagement with IoC. In this study, IoC is a phenomenon to be 
understood through the first-hand experiences of teaching staff and students who, at the 
‘coalface of teaching and learning’ (Green & Whitsed, 2012, p. 148), themselves perform or 
live through the internationalised curriculum. Although macro-level stakeholders may 
observe and engage in internationalisation practices, it is teachers and students who live 
through and bear the impact of the internationalised curriculum. 
The study employs a qualitative approach that is investigative, holistic and inductive 
for data analysis (Cohen, Manion, & Morrison, 2007; Creswell, 2011) since it concerns how 
IoC is being undertaken and engaged with by teachers and students.  Creswell (2011) argues 
that qualitative research is best suited to explore a research problem in which the variables 
are not known and to develop a detailed understanding of a central phenomenon. As IoC 
experienced by students and academics is arguably complex and has not been adequately 
addressed in the literature, this research problem requires both exploration (as we seek to 
know more) and understanding (because of its complexity).  
In qualitative studies, the voices of participants are directly captured (Creswell & 
Clark, 2006; Yin, 2015). This enables the researcher to obtain a deep understanding of not 
only the participants’ perceptions and practices but also the underlying motivations and 
meanings. Also, according to Denzin and Lincoln (1994), this characteristic of qualitative 
research makes it highly relevant to studies concerning the ‘quality of a given curriculum’ 
with regard to ‘meaning or interpretation about some component of the curriculum’ and 
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especially ‘teachers’ implicit theories about teaching and curriculum’ (p. 210). Finally, the 
impacts of internationalised curricula can be examined meaningfully from the qualitative 
perspective, through the ‘thick description’ (Geertz, 1973b, in Cohen et al., 2007) of 
‘participants’ lived experiences of, thoughts about and feelings for’ (Cohen et al., 2007, p. 
50) curriculum internationalisation. In other words, by attending to the ‘contextual richness’ 
(Yin, 2015, p. 3) of each institution’s setting from qualitative data, the study will enable 
understanding about how the ‘conjunction of contexts’ (Leask & Bridge, 2013, p. 84) at the 
chosen universities prefigures, nurtures and/or restricts academics’ and students’ teaching and 
learning experiences. 
Within the qualitative research design, this study involves two universities in two 
countries. The Vietnamese university is a well-established HEI with 14,500 students as per 
academic year 2017-2018. The university offers nearly 80 English-medium-instruction and 
exchange programs with various HEIs in 18 countries, including two advanced programs 
which are often regarded as the Vietnamese government’s signature IoC initiative. The 
Australian HEI is a multi-disciplinary university with over 57,000 students. The university 
has continuously been ranked among the top 100 most international universities in the world. 
This study employs a number of qualitative data collection methods, namely document 
analysis, in-depth semi-structured interviews and focus groups. 15 academics and 42 students 
were recruited from both universities. Data analysis first involves coding the transcripts of 
interviews and focus groups, using both data-driven (inductive) and concept-driven 
(deductive) coding (Gibbs, 2007; Patton, 2015), then follows the two stages suggested by 
Merriam (1998), i.e. within-case analysis and cross-case comparison. Further details about 
the study’s qualitative research design will be presented in the following sections of this 
methodology chapter. 
3.3. Case study design 
According to Yin (2014), a case study is ‘an empirical inquiry that investigates a 
contemporary phenomenon (the ‘case’) in depth and within its real-world context, especially 
when the boundaries between phenomenon and context are not clearly evident’ (p. 16, italics 
added). From this definition, case study is a suitable methodological approach for my 
research since IoC is a contemporary, real-life phenomenon that is culturally and socially 
situated, and thus involving ‘important contextual conditions pertinent to the case’ (Yin, 
2014, p. 17). With its salient strength in documenting different layers of context, a case study 
approach is helpful for portraying a multi-faceted picture of this complex phenomenon. 
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Since my research seeks to understand the process of internationalising the 
curriculum as well as the academics’ and students’ engagement with the internationalised 
curriculum, both what questions and how questions are asked. When research is more 
concerned with the process than the outcome (Lodico, Spaulding, & Voegtle, 2006) and both 
descriptive questions (what) and explanatory questions (how) require answers (Yin, 2006), a 
case study approach, which relies on multiple sources of data, is relevant. To understand the 
complex socio-educational phenomenon of curriculum internationalisation in Vietnam and 
Australia, I employed a number of research tools: document analysis, interviews and focus 
groups, to obtain rich data about both the what and the how of the phenomenon in real-life 
contexts. The choice of research tools will be explained in detail in section 3.4. 
Once it has been determined that the research questions are best answered using a 
qualitative case study, it is imperative to consider what type of case study will be conducted. 
According to Merriam (1998), there are three main types of case studies, namely 
descriptive, interpretive and evaluative case study. This study is an interpretive case study as 
it goes beyond providing narrative accounts (descriptive) and the data are collected with the 
intention of analysing, interpreting and understanding IoC at the chosen HEIs, rather than 
judging the phenomenon under study (evaluative). 
Stake (1994, p. 237) distinguished three types of case studies as follows: 
The intrinsic case study - a case is undertaken because, in all its particularity and 
ordinariness, this case itself is of interest, the instrumental case study – a particular 
case is examined to provide insight into an issue or refinement of theory, and the 
collective case study – several cases are studied for better understanding about a 
still larger collection of cases.  
While the two former types of case studies are interested in a single case, the latter type uses 
more than one case to gain a fuller picture of a general phenomenon. As my research seeks to 
obtain in-depth understanding of parts (two institutional contexts; two countries) within the 
context of the whole (the world), it is identified as a collective case study. Compared to the 
intrinsic case study that is case-centred and the instrumental case study that is problem-
centred (Ngo, 2014), the collective case study provides a more holistic account in which both 
cases and problems are attended.   
Comparing multiple case studies with single case studies, De Vaus (2001) argues that 
with sufficient resources and access to cases, multiple case designs will normally be more 
powerful and convincing and provide more insights than single case designs. Although critics 
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of multiple case studies may highlight the potential risk of losing depth when collecting and 
analysing the data, multiple-case study design is quite an obvious choice for this research of 
which the main goal is to compare IoC in Australia and Vietnamese contexts.  
Concerning the number of cases, it is commonly asserted that ‘there is no correct 
number of cases to include in a case study design’ (De Vaus, 2001, p. 240). However, case 
study scholars also suggest not including too large a number of case studies since the 
researcher’s ability to provide an in-depth picture of a case diminishes with the addition of 
any new case (Creswell, 2011). Comparative researchers tend to attach more significance to 
the quality of comparison than scale (Bray & Thomas, 1995; Bryman, 2008; Ragin, 2014). 
Particularly, Page (1995) emphasises the need for carefully understanding contexts in order to 
obtain convincing comparisons. Given the scale of a PhD research and that this research aims 
to make a cross-context comparison, two cases, i.e. one Vietnamese university and one 
Australian university, were chosen. Two cases are believed to be more manageable, yet 
sufficient for producing robust findings, as the researcher is not forced to make many paired 
comparisons or bears the risk of disintegrating the analysis into descriptive statements 
(Ragin, 2014).  
3.4. Selection of research cases and participants 
3.4.1. Selection of research cases 
Since the study aims to explore IoC in an Australian and a Vietnamese university, I 
deliberately select two universities that promote internationalisation and curriculum reforms 
in response to the contemporary national and global contexts. Besides, it is important that the 
chosen universities must be accessible for the researcher. The accessibility is determined by 
the strength of the researcher’s network at the chosen research site as well as the willingness 
of the contacted participants to participate in the study. The latter criterion, in fact, plays a 
decisive role in the selection of research sites because without accessibility, an institution 
cannot be a potential, information-rich research case. These criteria draw me to Birrarung1 
University and Đông-Phương2 University (pseudonyms to protect the identity of the chosen 
universities). 
Birrarung University has continuously been ranked among the top 100 most 
international universities in the world. Since its early days, the university has progressively 
                                                 
1 Birrarung is the aboriginal name of the Yarra River, a perpetual river in east-central Victoria, Australia. 
2 Đông-Phương is a Vietnamese name, meaning The East. 
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engaged with innovative digital technologies for distance learning, laying a strong foundation 
for its engagement with internationalisation. Birrarung has a culturally-rich learning 
environment. Of over 57,000 students, 76% are campus-based and around 11,000 are 
international students from more than 130 countries. The university has also developed a 
system of graduate attributes in which global citizenship is one important quality. This 
indicates a strategy of Birrarung University to achieve a broad range of internationalisation 
outcomes in all students both on-campus and off-campus.  
The selection of the Vietnamese university was not as straight-forward since neither 
the concept of internationalisation nor internationalisation of the curriculum is available in 
Vietnamese universities' official websites or policy documents. Instead, international 
cooperation is commonly used to indicate various activities which involve international 
elements (Nguyen, 2010).  
Regarding international cooperation and curriculum reforms, Đông-Phương 
University stood out as one of the leading universities in Vietnam. This is a well-established 
university and, similar to other public HEIs in Vietnam, Đông-Phương is a mono-disciplinary 
institution. By 2017, Đông-Phương University offered 23 undergraduate programs, all of 
which were business-related. Following the 2006-2020 Higher Education Reform Agenda 
(The Government of Vietnam, 2005), the university’s development vision is to become a 
financially-independent, teaching-and-researching oriented institution with diversified 
training and education activities. The university chose to adopt English as the medium of 
instruction (EMI) and to develop different types of EMI programs through widening 
cooperative relationships with foreign institutions. A strong international network was 
expected to provide more opportunities for student mobility, professional development for 
staff and curriculum improvement.  
According to Miles and Huberman (1994, p. 25), a case is ‘a phenomenon of some 
sort occurring in a bounded context’. It is in effect the ‘unit of analysis’ (ibid.). Once the 
research cases, Birrarung and Đông-Phương universities, had been chosen, it was important 
to define the focus and the boundaries of the cases.  As established earlier, the study aims to 
compare the processes of curriculum internationalisation at an Australian and a Vietnamese 
university and the impact of IoC on the teaching and learning experience. For each case, I 
focused on the teachers’ perceptions and pedagogical practices with regard to 
internationalisation. I also explored the students’ experiences of the internationalised 
curriculum. Thus, the boundaries of the cases were limited to teaching and learning 
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experience relating to curriculum internationalisation processes. Moreover, given that Đông-
Phương University only provides business-related programs and that responses to 
internationalisation vary greatly across disciplines (Bell, 2004), the study looked specifically 
at Birrarung Business School to ensure that it compares similar disciplines in different 
contexts.  Besides, since the research is also interested in the students’ becoming process, i.e. 
the transformation of an individual from a student to a professional he/she is learning to be 
(see 2.5 for discussion of students’ becoming), the programs under study are all 
undergraduate programs which focus on career readiness rather than career progression as in 
the case of postgraduate programs. In addition, the longer duration of the undergraduate 
courses is assumed to better reflect the students’ transformative journey. In a nutshell, the 
focus and boundaries of the two cases were defined as the teaching and learning experiences 
relating to curriculum internationalisation in undergraduate business-related programs.  
3.4.2. Selection of participants 
The main aim of the study was to investigate how the local actors experienced IoC. 
According to Adams (1993), in order to understand what is happening, it is important to 
interview those who are making it happen and those to whom it is happening. Since the study 
seeks to understand the processes of IoC at the implementation level, it is important to ask 
teaching academics and students who are directly influenced by the internationalised 
curriculum and who, through their engagement, contribute to making curriculum 
internationalisation happen. As IoC is nested within particular institutional contexts (Leask & 
Bridge, 2013), it is also important to ask program leaders or professionals who are in charge 
of IoC in order to understand the institutional IoC rationales and policies. However, this 
participant group was not the main focus of the study. Rather, the data they provided helped 
shed light on the experience of the two focused participant groups, i.e. academics and 
students.    
In line with qualitative research methodology, the study employed purposeful 
sampling (Patton, 2015) which allows the researcher to select a sample from which the most 
can be learned. In this study, a mix of three common strategies for purposeful selection of 
participants was used, including criterion-based selection (LeCompte & Schensul, 2010), 
snowball/chain/network sampling and convenience sampling (Patton, 2015).  
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Table 3.1. Strategies for purposeful sampling used in this study 
Strategies  Purposes 
Criterion-based selection  Samples were selected based on pre-determined criteria. 
Snowball sampling  Samples were selected based on recommendations of 
other participants. 
Convenience sampling  Samples were selected based on availability. 
 
Although the selection of participants was overall based on whether they could provide 
sufficient information, different selection strategies were required for different groups of 
participants. Generally, one or two strategies listed above were used for each group. For 
example, while the dominant strategy for recruiting department/program leaders was 
criterion-based selection, not all the contacted leaders accepted the invitation to participate 
due to time constraints or personal reasons. Therefore, the recruitment also involved 
convenience sampling. Details of participant recruitment are presented as follows: 
Department/program leaders 
The selection of participants from this group was based on whether they could provide 
sufficient information. These participants needed to be: (1) actively involved and engaged in 
the curriculum reforms in order to have the necessary knowledge and experience of the 
phenomenon under study, (2) working in the university for sufficient duration of time to see 
and experience the changes occurring during the curriculum reform, and (3) showing 
willingness and responsibility towards participating in the study. Guided by these pre-
determined criteria, I accessed Đông-Phương University’s and Birrarung University’s 
websites to get a list of potential participants’ email contacts before sending them an 
invitation email with a Plain Language Statement explaining the nature and purposes of the 
research. It was initially expected that for each institution one department leader, one 
coordinator of program and one key academic involved in curriculum development would be 
recruited, which made a total of three leader participants at each university or six participants 
at both universities. However, it was also anticipated that not all the identified leaders would 
agree to participate. After the two fieldtrips, I was able to recruit four department/programs 
leaders from Đông-Phương University and two from Birrarung University. A summary of the 
department/program leader participants is presented in Table 3.2.  
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Table 3.2. Summary of department/program leader participations 
 
Institution 
  
Name*  
  
Role/Faculty 
 Working 
experience at 
the institution 
 Having 
additional 
teaching role 
Đông-Phương  Hiền  Vice Head/International 
Economics 
 Over  5 years  Yes 
Đông-Phương  Tuấn  Head/Business 
Administration 
 Over  5 years  Yes 
Đông-Phương  Giao  Program 
coordinator/International 
Economics 
 Over  5 years  Yes 
Đông-Phương  Mạnh  Head/International 
Development 
 Over  5 years  Yes 
Birrarung  Blake  Director of Teaching & 
Learning/ Business & 
Law 
 Over  5 years  Yes 
Birrarung  Melisa  Course Review manager/ 
Academic developer/ 
Business & Law  
 5 years  No 
*Names are pseudonyms to protect the participants’ identity 
 
Academics 
In selecting the academic participants, primary priority was given to opportunity to learn and 
variety of the cases (Stake, 2000). Since the nature of this study is interpretive rather than 
generalising, it was the variety of the cases rather than typicality that was deemed important. 
Besides, the ‘less-is-more’ principle used in making decisions on the number of university 
cases continued to be adopted. The selected academic participants included six full time 
academic staff from Đông-Phương University and three from Birrarung University. Since 
opportunity to learn is emphasised, considerations of teachers' availability and enthusiasm to 
offer rich information were significant. The numbers of their teaching years might vary so as 
to ensure a good variety of perspectives and practices.  
 Warren (2001, p. 88) suggests that sampling procedure ‘begins with acquaintances 
and moves on to strangers’. Being a lecturer at Đông-Phương University taking contemporary 
leave, I knew some academics in other faculties who taught in the EMI programs which were 
a dominant internationalisation activity at the institution. I contacted them and three agreed to 
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participate. The others were either unavailable or no longer involved in the EMI programs for 
at least one academic year. However, they suggested other academics to contact. By the end 
of my one-and-a-half-month fieldtrip in Vietnam, I was able to interview six teaching 
academics. Given that the department/program leaders I recruited also had additional 
teaching responsibilities and that my interview questions for them concerned both their 
management and teaching roles, the total number of teaching academics was ten, including 
both males and females. The academic participants taught different courses and had been 
teaching in EMI programs for different numbers of years.  
In the case of Birrarung University, I received suggestions from the program leader 
participants to contact four other academics who might be interested in participating. I then 
accessed the university’s website to obtain their email addresses and contacted them directly. 
Of four academics, three accepted and one refused the invitation for a personal reason. Table 
3.3 summarises the academic participants’ demographics.  
Table 3.3. Summary of academic participants* 
Institution  Name**   Gender  Subject areas  Teaching experience  
Đông-Phương  Vân  F  International trade  7 years (EMI) 
Đông-Phương  Mai  F  International trade  5 years (EMI) 
Đông-Phương  Liên  F  International business  3 years (EMI) 
Đông-Phương  Quý  F  Economics  3 years (EMI) 
Đông-Phương  Hoà  M  Economics  2 years (EMI) 
Đông-Phương  Trung  M  Marketing  2 years (EMI) 
Birrarung  James  M  Management  over 5 years  
Birrarung  Samantha  F  Business  2 years 
Birrarung  Megan  F  Human resource 
management 
 8 years 
*The table excludes the program leaders with additional teaching responsibilities. For details, see Table 3.2. 
**Names are pseudonyms to protect the identity of participants 
 
Students 
A sample of 40 students studying their third or final year of business-related programs was 
recruited for the study’s focus groups. These students were invited, using the convenience 
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sampling strategy and snowball sampling suggested by Patton (2015). In recruiting student 
participants, voluntariness was significant so that the participants were willing and 
enthusiastic to provide better insights into curriculum internationalisation as well as to share 
their own journey of ‘becoming’. First, I spent seven class-visits to briefly introduce my 
research to the students and called for participants. Then the participants suggested their 
friends so that I could contact them via emails or text messages. In the case of Birrarung 
University, one of the students was doing her final year of an Honours degree, following her 
three-year bachelor program at Birrarung. Although technically this student had completed 
her bachelor degree, the interview showed that she still had fresh memories of her learning 
experience. Therefore, I decided to include the information this student provided in the 
study’s data.   
While the participant recruitment at Đông-Phương University was fast and smooth, I 
encountered difficulties in finding students at Birrarung due to less accessibility. Of 40 
students who took part in the study’s focus-groups, 29 students (Vietnamese natives) were 
from Đông-Phương (6 groups of 4 or 5 students) and only 11 students (2 domestic and 9 
international) were from Birrarung (3 groups of 3 or 4 students). I also interviewed two other 
domestic students from Birrarung individually since it was unfortunately impractical to pair 
these students in one session due to the students’ different study and work schedules. After 
considering the number of the two student cohorts, Đông-Phương’s and Birrarung’s, as well 
as the proportion of domestic and international students, I decided to count these two students 
as participants to ensure a better balance within and between cases. 
Overall, the study’s sample included 42 students from both universities. It was 
deemed to represent a diversity of perspectives since the participants were both male and 
female, domestic and international students from a wide range of study majors.  
Summary of the student participants is provided in Table 3.4 and Table 3.5 on the 
next page. More detailed information can be found in Appendix A. 
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Table 3.4. Summary of Đông-Phương student participants 
Programs  Year  Study majors 
SPs HQPs APs  3rd 4th  International Business International Economics Business Administration Finance & Banking 
2 FGs 1 FGs 3 FGs  16 Ss 13 Ss  2 Ss 16 Ss 8 Ss 3 Ss 
Total: 6 FGs  Total: 29 Ss  Total: 29 Ss 
Note. SPs = Standard Programs, HQPs = High Quality Programs, APs = Advanced Programs, FGs = Focus groups, Ss = Students 
 
 
 
Table 3.5. Summary of Birrarung student participants 
Note. Ss = Students. Domestic students refer to students who are Australian citizens or Australian permanent residents. Others are referred to as international students. 
 
Domestic/International 
students 
 
 
Study majors 
Domestic International  Economics Commercial Law Sport Management Commerce Property & Real Estate Accounting Finance 
4 Ss 9 Ss  2 Ss 1 Ss 2 Ss 2 Ss 1 Ss 3 Ss 2 Ss 
Total: 13 Ss  Total: 13 Ss 
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3.5. Data collection methods 
Since case study approach allows a flexible approach to data collection (Yin, 2003), my 
research employs a number of data collection methods to provide a powerful basis for the 
interpretation of and comparison between cases. As Yin (1994) and Creswell (2013) suggest, 
the use of various sources of data provides more detailed information about and different 
perceptions of the phenomena under research. Another rationale for using multiple data sources 
is that no single source has a complete advantage over the others (Yin, 2014). Therefore, it 
naturally follows that this interpretive study on different perceptions and implementations of 
internationalisation could benefit greatly from various data collection methods. Besides, the 
literature review also revealed that although case study approach has been commonly used in 
international education research, the combination of semi-structured interviewing and 
document analysis has not commonly been used to investigate: (1) how internationalisation 
policies are translated into practices at classroom level; and (2) how academics and students 
experience the internationalised curricula. To extend insights into these aspects of 
internationalisation, my study chose to use two sources of data: formal documents and 
interviews (including one-to-one and focus-group interviews).  
3.5.1. Documents 
According to Merriam (1998, p. 118), documents ‘can help the researcher uncover meaning, 
develop understanding, and discover insights relevant to the research problem’. Compared with 
other research instruments like survey data or interview data, documents possess several 
advantages, First, documents are ready for analysis without the need for transcription (Creswell 
& Clark, 2006). Second, they represent a rich source of textual data for a qualitative study 
(Ngo, 2014). In official documents such as university mission statements or strategic plans, the 
phenomenon of interest is already in the language of the stakeholders which has usually been 
given thoughtful consideration and revision. Documents are thus powerful in helping 
researchers be aware of the insiders’ terms for the researched phenomenon. Moreover, 
documents are ‘windows onto social and organisational realities’ (Bryman, 2012, p. 554). 
Therefore, documents are beneficial for this study in terms of understanding the objective 
realities of internationalisation at the institutional level.  
Specifically, this research collected a variety of documents including strategic plans, 
policy documents, institutional reports, yearbooks, curriculum documents and other official 
documents of both the universities and the departments under study. These documents were 
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either available from relevant websites or collectable from the staff in charge. The analysis of 
these documents was conducted with particular attention paid to the aspects of the documents 
that provide useful information to answer the research questions. For example, contexts in 
which decisions related to IoC were made, articulation and communication of curriculum 
reforms, and guidelines or professional development for staff regarding curriculum 
internationalisation, etc. In addition, I attended and recorded the EMI-programs briefing at 
Đông-Phương University, which generated the data about how the university promoted their 
internationalised programs to prospective students and parents.  
Generally, the documents were used ‘to corroborate and augment evidence from other 
sources’ (Yin, 2014, p. 107). In other words, being a source of data themselves, the documents 
also served as a source of reference to assist the interpretation of data from other sources.  
3.5.2. Interviews 
In qualitative research which involves personal experiences and perspectives, interviews are a 
powerful instrument to obtain rich information (Edwards & Holland, 2013). There are three 
types of interviews, namely structured, semi-structured and unstructured interviews (Fontana & 
Frey, 1994). This study employs semi-structured interviewing as a method of collecting data 
from manager and teacher participants. Semi-structured interviewing means the asking of a 
general set of guiding questions which can be modified and reconstructed as the situations 
demand (Hoepfl, 1997; Marshall & Rossman, 2011). During the interview, the interviewer can 
redirect the focus, exclude unproductive questions or include new areas for the aims of the 
research (Hoepfl, 1997). 
This type of interviews best suits the explorative nature of my study as it allows 
flexibility and variation in responses. This interviewing strategy is based on an important 
assumption in qualitative research, i.e. ‘the participants' perspective on the phenomenon of 
interest should unfold as the participant views it, not as the researcher views it’ (Marshall & 
Rossman, 2011, p. 108). Since this study seeks to understand different perspectives, practices 
and experiences of IoC, valuable findings can be obtained if the interviewees are given the 
freedom to shape the topic and express their full stories or experiences.     
Semi-structured interviews are also suitable with the comparative nature of my study. 
As a general set of questions is formulated in advance, variability is under control and the 
information obtained from each participant is, to a certain extent, comparable. In other words, 
the predetermined questions play the guiding role so that generally every participant is asked to 
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talk about the same issues and attention is focused on areas of particular importance. In this 
study, one-to-one interviews were conducted with leaders and teaching academics while focus-
group interviews were carried out with student participants. 
One-to-one interviews with department/program leaders and academics 
The purpose of the interviews with the department/program leaders and academics was to elicit 
information about the meaning of IoC in the institutional and disciplinary contexts, the 
motivations and policies, the enablers and barriers for implementation as well as the potential 
impact of internationalisation on academics’ practices. In preparation for the face-to-face, 
semi-structured interviews, I developed two interview protocols, one for leaders and another 
for academics, based on the study’s research questions and conceptual framework (Appendices 
B and C). For participants who held dual roles, i.e. managing and teaching, the questions asked 
were a mix from both protocols. During the interviews, I also used suitable probes (Bernard, 
2000), asked follow-up questions, and at times varied the order of the questions to suit 
individual participants and situations. Each interview lasted between 45 and 60 minutes, and 
was audio-recorded with the participant’s consent, except one interview with a Đông-Phương 
academic that lasted 30 minutes and was recorded in note-taking form. The interviews with 
Vietnamese leaders and academics were conducted in Vietnamese, then translated to English 
for data analysis since the use of a participant’ native language allows him/her to feel 
comfortable, to open up to the researcher, and to express himself/herself fully (Tsang, 1998). 
Student focus groups 
The focus-group interview method is used with the student participants because of the 
presumption that students may be hesitant to give an ‘evaluation’ of the program they are 
undertaking. Focus-group interview method helps resolve the problems as it stimulates students 
to speak and provides them with opportunities to elaborate on each other's answers to produce 
richer data for the research (Fontana & Frey, 1994).  
The study’s focus group interviews were also semi-structured, including open-ended 
questions about: students’ expectations about the study program, how students engage with the 
internationalised curriculum, and how they thought their becoming had/had not been supported. 
Each focus group lasted from 60 to 75 minutes. When interviewing the students, I generally 
followed the principle of starting with questions specifically about their study course and then 
moving on to broader questions regarding their chosen study field and future prospect. Since 
the interview questions for Vietnamese students were translated from English to Vietnamese, I 
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trialled the questions with two students who were not participants to ensure the clarity and 
intelligibility of the interview questions (Appendix D).  
As aforementioned, two Birrarung domestic students were interviewed individually for 
practicality reasons. In so doing, I was aware that these individual semi-structured interviews 
would not yield interaction data (Duggleby, 2005) that are co-constructed by the participants 
during group conversations and reveal aspects otherwise less accessible (Duggleby, 2005; 
Freeman, 2006). Also, the interviewees may withhold certain opinions that are deemed to pose 
risks, for example, to their preferred self-image (Fielding, 1994). I therefore spent time 
building rapport with the interviewees so that they felt comfortable and unjudged while using 
the same interview protocol as the focus groups (Appendix D).     
3.6. Ethical considerations 
It is suggested that ‘ethics should be a primary consideration rather than an afterthought’ 
(Creswell, 2008, p. 13). Generally, ethical issues are first related to consent and confidentiality 
(Le, 2014). Therefore, I honoured the participants’ voluntariness, privacy and confidentiality. 
First, during the participant recruitment process, I informed participants of the study’s purpose, 
procedures and potential risks by sending them the Plain Language Statement and Consent 
Form. In the form, issues of confidentiality, information disclosure and storage were also 
addressed in simple, straightforward, transparent and understandable language (Patton, 2015). 
Second, I respected the participants’ rights to refuse the invitation and to withdraw from the 
study at any time (Creswell, 2008). Third, I took the protection of participants’ identities 
seriously by de-identifying all the interviews and assigning a pseudonym to each participant.  
Also, ethical issues may arise from the researcher-participant relationship and the 
power imbalance between two parties (Shaw, Houghton, Casey, & Murphy, 2010). However, I 
was never involved in teaching or supervising the student participants of this study. For the 
academic participants, I did not hold a supervisory or management position in relation to any of 
them. Their involvement was always voluntary; we had no power relationship and their 
decision on whether or not to participate would not jeopardise the relationship between 
themselves or their institution and the researcher.  
Due to practicality issues of organising student focus groups, some interviews needed to 
be scheduled on students’ off-campus days or weekends. To recognise the costs of participating 
in the study such as traveling and/or parking, I provided each student participant a voucher of a 
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modest sum of money as approved by the Faculty of Arts & Education Human Ethics Advisory 
Group (HEAG) – Deakin University. 
3.7. Data analysis 
The main aim of this study is to provide comparative insights into IoC in Vietnamese and 
Australian contexts. Therefore, it followed the two-stage cross-case data analysis suggested by 
Merriam (1998), i.e. within-case analysis is conducted in the first stage to gain a full 
understanding of each case in its entirety, then followed by the cross-case comparison in the 
second stage.  
Within each case, research data were in the form of documents relating to macro-level 
policies and institutional policies, and transcripts of individual and focus-group interviews 
Analysis procedures 
Since the qualitative data are normally so rich (Huang, 2003), this study employs data 
reduction and content analysis. According to Cohen, Manion, and Morrison (2011), data 
reduction, the reduction of a large corpus of data to manageable and comprehensible 
proportions, is a ‘key element of qualitative analysis, performed in a way that attempts to 
respect the quality of the qualitative data’ (p. 559). Evans, Gruba, and Zobel (2011) suggest 
using the inclusion criteria to decide what is ‘in’ (included) and what is ‘out’ (excluded). My 
study relies heavily on the research questions and the conceptual framework to decide the 
relevant data to be included. A content analysis is a process by which the ‘many words of texts 
are classified into much fewer categories’ (Ryan, 2011, p. 15). It, therefore, involves coding a 
documentary text into themes for the purpose of analysis. In other words, coding is the 
ascription of a category label to a piece of data which is either pre-ordinately decided or 
responsive to the data (Cohen et al., 2011).  
In doing data reduction and content analysis, I interrogated the data by coding, 
categorising and identifying concepts (Lichtman, 2010). Coding is the ‘pivotal link’ between 
data description and conceptualisation, which requires close attention to the data (Charmaz, 
2001). It can be done inductively (data-driven coding) and/or deductively (concept-driven 
coding). In inductive coding, the researcher looks for patterns, themes and categories in his/her 
data with an open mind, while in deductive coding, data are coded according to existing 
concepts from the research literature, previous studies and the researcher’s 
conceptual/theoretical framework (Gibbs, 2007; Patton, 2015). Gibbs (2007) highlights that 
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these two approaches to codes generation are not exclusive; rather, most researchers ‘move 
backwards and forwards between both sources of inspiration’ (p. 46).  
Given the explorative nature of my research and that it is defined in the context of a 
clear theoretical framework (see section 3.8), I adopted both inductive and deductive coding. 
More specifically, my study used a set of pre-determined codes which are the key concepts 
derived from the research questions and the theoretical framework. The data within each case 
study has been systematically displayed in themes and sub-themes to be ready for subsequent 
cross-case comparisons. This first analytic step involved interpreting a text critically (Hoy, 
1978). My prior understanding of curriculum internationalisation opened up possibilities for 
inquiring into the data, engaging with the text for the purpose of ‘seeing in the situation what is 
happening’ (Hoy, 1978, p. 54). During this critical interpretation process, I moved back and 
forth from the text, interrogated my own interpretations, and checked the interpretations against 
each other to ensure that they were appropriate and consistent. By doing this, I could ensure the 
passages were categorised into codes or concepts that accurately reflect their meaning. 
Importantly, the study also allows space for open codes or new themes which ‘emerge from the 
data through the process of coding itself’ (Hart, 2008, p.259 in Ngo, 2014).  
As will be seen in section 3.8, the study’s theoretical framework, drawing on Barnett 
and Coate’s (2005) conceptualisation of curriculum and Kemmis et al.’s (2014) practice 
architectures theory, proposes that: 
(a) Academics’ internationalisation practice consists of sayings, doings and relatings. 
(b) IoC must take into account students’ becoming, thus it involves all the three domains of 
students’ knowing, acting, and being that constitute their becoming.  
(c) Academics’ and students’ practices are nurtured and/or restricted by the cultural-
discursive, material-economic and social-political arrangements at the institutional, 
sectoral, and national levels. 
(d) The impacts of IoC on teaching and learning can be revealed through the extent and 
ways academics and students engage with the internationalised curriculum. 
Therefore, the pre-determined central themes and corresponding sub-themes for data analysis 
were as follows: 
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Table 3.6. Summary of central themes and sub-themes 
Central Themes 
(Pre-determined) 
Sub-themes 
(Pre-determined) 
Context 
1. Cultural-discursive arrangements for IoC 
2. Material-economic arrangements for IoC 
3. Social-political arrangements for IoC   
Sayings dimension of 
IoC practice 
1. Perceptions of IoC 
2. Communication between the institutions and their staff and students  
Doings dimension of 
IoC practice 
1. Selection of teaching content 
2. Instructional strategies and pedagogy 
3. Assessment of students’ knowledge and skills 
Relatings dimension 
of IoC practice 
1. Relationships between academics and management 
2. Relationships between academics and colleagues 
3. Relationships between academics and students 
Students’ experience 
of IoC  
1. Perceived requirements of professional practice 
2. Students’ expectation of the internationalised programs 
3. What students thought they had/had not learned 
4. Students’ agentive engagement with the internationalised 
curriculum  
Enablers and barriers 
for engagement 
1. Enablers 
2. Barriers 
 
While coding, I selected relevant data and categorised them according to the pre-determined 
themes and subthemes (concept-driven coding). Simultaneously, I paid attention to acquiring 
new information contained in the data (open coding) and labelled them as emerging codes. For 
example, personal motivations for IoC, the difficulties and the dilemmas faced by the 
participants emerged as new codes/subthemes. Then I arranged the emerging codes under 
relevant central themes, for instance, ‘personal motivation’ under ‘doings dimension of IoC 
practice’ and ‘difficulties faced by the participants’ under ‘enablers and barriers for 
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engagement’. With each sub-theme I coded relevant data into smaller codes, identified the 
relationship between all these codes and arranged them into categories for data analysis.  
After the within-case analyses have been conducted, comparison is made across cases 
by sequentially answering the research questions to discover commonalities and differences 
between the two cases. 
Credibility and trustworthiness  
According to Cumming (1994), ‘the balance between insider and outsider perspectives’ (p. 
688) plays an important role in generating objective and comprehensive interpretation of data. 
In conducting this study, I was in the role of both an insider and outsider. On the one hand, my 
experience as an English teacher at the Vietnamese university for ten years and as an 
international student at different Australian universities undertaking a Master’s degree and a 
PhD brought me considerable insights into the research topic and some familiarity with the 
research sites. This helped me obtain good credibility and rapport with the participants during 
the data collection. On the other hand, I was an outsider since all the department/program 
leaders and academics were from other disciplines and faculties, and none of the student 
participants were my students.  
In oder to balance these insider and outsider identities to ensure the accuracy of my 
findings and interpretations, I consistently adhered to Lincoln and Guba’s (1985) criteria: 
(i) Truth value: Are the findings true for the respondents and the contexts? 
(ii) Applicability: Are the findings applicable in other contexts or with other respondents? 
(iii) Consistency: Would the findings be consistently repeated with the same/similar 
respondents in the same/similar context? 
(iv) Neutrality: Are the findings neutral regarding the inquirer’s biases, motivations, 
interests, perspectives and so on? 
Having said that, I sometimes encountered difficulties when analysing the Australian case  
being less familiar with the wider contexts of Australia and its HE sector. 
The credibility and trustworthiness of the study was established through the 
employment of triangulation (Creswell & Miller, 2000), using multiple data collection methods 
with various participant groups. The multiple perspectives served as cross-references to 
ascertain the validity of the intepretations and inferences. I also presented the research in 
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conferences and published my findings in relevant academic journals. As such, my research 
findings were communicated to and reviewed by experienced researchers, which contributed to 
the study’s credibility and quality. 
3.8. Theoretical framework for data analysis 
This section will discuss the theoretical framework for analysing data which is a combination 
of  Kemmis et al.’s (2014) practice architectures theory and Barnett and Coate’s (2005) 
ontological conceptualisation of curriculum as knowing - acting - being (see 2.5). 
3.8.1. Theory of practice architectures as a theoretical lens to view IoC  
The theory of practice architectures (Kemmis & Fitzclarence, 1986; Kemmis et al., 2014) is 
based and extends on a number of premises in practice theory: Aristotelian and Marxist 
conceptions of praxis; Schatzki’s (2002) constituents of practice and site ontologies; and 
Wenger’s (1998) ‘communities of practice’. These key notions will be discussed subsequently 
since they are highly relevant to my study that seeks to understand academics’ and students’ 
experience of and responses to IoC policies at the chosen universities.  
First, teachers’ and students’ responses to IoC might involve different degrees of 
willingness, ranging from active, informed, committed to passive, disoriented, indifferent or 
even resistant. The different degrees of willingness, according to Kemmis and Smith (2008), 
are what distinguish practice from praxis. While the former implies a possible lack of interest 
or understanding about the broader purposes or implications of one’s actions (Kemmis & 
Smith, 2008), the latter refers to a morally committed and informed practice. The concept of 
praxis is embraced by various authors such as Freire (1972a), Grundy (1987) and Kemmis and 
Smith (2008) to oppose the technical view of action as rule-following with foreseeable and 
predetermined outcomes. Praxis is action which embodies a person’s ‘wise and prudent 
practical judgement about how to act in this situation’ (Carr & Kemmis, 2004, p. 190, emphasis 
original) to find answers to ‘uncertain practical questions’ (Reid, 1987, in Kemmis et al., 
2014). Praxis is an ‘act of knowing involv(ing) a dialectical movement which goes from action 
to reflection and from reflection upon action to a new action’ (Freire, 1972a, p. 31). 
Constituting action and reflection, praxis assumes a process of meaning-making that operates 
in the world of interaction (Freire, 1972b). Praxis takes into account the agency of people who 
act and the relationship between people and the social, cultural world. 
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 Green and Whitsed (2015) contend that doing IoC effectively means engaging in praxis. 
The notion ‘educational praxis’ is grounded in the Aristotelian view that sees praxis as ‘right 
conduct’ (Kemmis et al., 2014, p.26) aiming for the good of both those involved and 
humankind and Hegelian-Marxist views that sees praxis as ‘history-making action’ with either 
good or bad moral, social and political consequences for those involved in and affected by it 
(Kemmis et al., 2014). IoC is then a particular kind of individual and collective action that may 
form and transform individuals and societies. As fostering praxis in teaching and learning calls 
for engagement and agency of academics and students, my research will generally refer to 
teachers’ and students’ activities as practices without implications about the level of 
willingness or consciousness. The term praxis will be employed in cases where personal 
agency is overtly about change. 
Teachers’ and students’ responses, be they praxis or practices, are situated within 
particular teaching and learning sites, or communities of practice with particular site 
ontologies. Also, since curriculum is a cultural, social construction (Barnett & Coate, 2005; 
Grundy, 1987; Kemmis & Fitzclarence, 1986), teachers’ and students’ activities within the 
curriculum must be discussed vis-à-vis the contextual conditions of the locality. Likewise, IoC 
practice must be positioned as socially and locally enacted. This positioning is in line with 
practice theories developed by Bourdieu (1990), Ingold (2011), and Schatzki (2002). 
According to Schatzki (2002), practices are ‘organised activities’ (p.xi) comprised a ‘set of 
doings and sayings’ (p.73) that is interwoven with nexuses of arrangements that make practices 
possible in particular sites and at particular times. Schatzki’s theory is an ontological theory of 
practices, which insists that practices unfold and happen in site ontologies and are always 
situated in time and space. 
Drawing on Schatzki’s theory, Kemmis and Grootenboer (2008) proposed that practices 
are composed not only of ‘sayings’ and ‘doings’ but also ‘relatings’. This third component of 
practice refers to the ways people relate to one another and the world, to relationships, power, 
agency and solidarity in practices. All these three dimensions - sayings, doings, and relatings – 
simultaneously shape and are shaped by each other and by the arrangements of the 
‘intersubjective spaces’ in which practitioners (or interlocutors) interact.   
From this view of practices, IoC practice involves its own sayings, doings and relatings 
that are held together in its own project. First, IoC is to a great extent concerned with 
stakeholders’ interpretation and understanding of the phenomenon, which according to Knight 
(2004) vary among individuals and evolve over time. Such interpretation and understanding are 
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manifested in the forms of language and specialist discourses (sayings) used in and about the 
practice, for example, language and discourses concerning HE, the content of the disciplinary 
field, ideas from theory and research, policies, etc. Second, IoC is essentially a matter of doings 
with different kinds of activities, whether they are political, pedagogical or learning activities. 
Last, IoC involves a network of relationships (relatings) both inside and outside the institution, 
between teachers, students, departmental and university managers, academic bodies and 
perhaps authorities responsible for accrediting programs and organisations who provide 
fieldworks. Relatings is also realised into the power and solidarity between interlocutors as 
well as how much freedom each of them holds to act at their own discretion.  
The three dimensions of practices - sayings, doings and relatings - hang together in the 
project of the internationalised curriculum, expressing not only the relationship between 
practitioners but also relationship between practitioners and their particular practice, that is 
a relationship in which the participant speaks the language characteristic of the practice 
(sayings), engages in the activities of the practice in the set-ups characteristic of the 
practice (doings), and enters relationships with other people and objects characteristic 
of the practice (relatings) (Kemmis et al., 2014, p. 31) 
The notion of interaction in theory of practice architectures is built on Wenger’s (1998) 
communities of practice but from a disruptive perspective. For Wenger and advocates, 
‘communities of practice’ is a world of sovereign individuals who encounter one another in 
their practice and learn from the other sovereign individuals to adapt themselves to collective 
interactional requirements already available in organisations. Kemmis and colleagues, 
however, articulate that people’s practices are not just shaped by other people but are pre-
shaped and prefigured, though not pre-determined, by the ‘invisible players’ (Kemmis et al., 
2014. p.5) in the intersubjective spaces. 
The theory of practice architectures, introduced by Kemmis et al. (2014), is depicted in 
the following figure.  
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Figure 3.1. The theory of practice architectures (Kemmis et al., 2014, p. 38) 
 
As depicted in Figure 3.1, the intersubjective spaces where people encounter one another as 
members of a ‘community of practice’ include: (i) semantic space (a shared language that 
enables mutual understanding), (ii) physical space-time (shared locations of space and time in 
the material world that enables interaction in shared activity and work), and (iii) social space 
(social relationships that encompass power and solidarity). There are three kinds of 
arrangements in which practices ‘hang together’. These arrangements, as Kemmis and 
colleagues argue, always already exist in some form (and can be transformed) in semantic, 
physical space-time, and social spaces which are in turn associated with three distinctive types 
of media.  
(1) Cultural-discursive arrangements exist in semantic space, enabling and constraining 
people’s sayings in the social medium of language and/or symbols. 
(2) Material-economic arrangements exist in physical space-time, enabling and 
constraining people’s doings in the social medium of work and activity. 
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(3) Social-political arrangements exist in social space, enabling and constraining people’s 
relatings in the social medium of power and solidarity. 
Kemmis and Mutton (2012) state that these three kinds of mediating preconditions (i.e. 
arrangements) ‘laid down’ as ‘architectures’ that prefigure practices in the sense that they 
shape (but do not predetermine) the happening of practices and they are necessary (but not 
sufficient) conditions for practices to be comprehensibly conducted.  
The relationship between practice and the site is integral, as Kemmis et al., (2014) 
describe: 
A living practice becomes part of the happening that unfolds in a particular place, part 
of the happening of that place, part of its existence and being in time. The practice 
takes up sayings, doings and relatings already to be found in the site, orchestrates and 
engages with them, and leaves behind in the setting particular kinds of discursive, 
physical and social traces or residues of what happened through the unfolding of the 
practice (p. 34, emphasis original)… A practice…become(s) part of the living fabric 
of the place (p.36). 
From the above quote, practices are continual and inherited in the sense that previous practice 
leaves a legacy for subsequent practices to draw upon, and practices are capable of 
transforming the ‘practice landscapes’ (Schatzki, 2010, in Kemmis et al., 2014) by altering its 
practice architectures. As such, the relationship between IoC practice and the site of practice is 
interactive. Every practice enacted in classrooms is not only mediated by teachers’ and 
students’ personal resources. Instead, both personal and external resources (cultural-discursive, 
material-economic and social-political arrangements) are interdependent and work together in 
the construction and constitution of practice. In every practice, teachers and students enter, 
engage with and leave traces in the shared and overlapping semantic, material and social 
spaces. By enmeshing with the site, their practices ‘lay down a path’ (Kemmis et al., 2014, p. 
37) for those who subsequently inhabit the site.  
In short, the theory of practice architectures provides a ‘new view of practice’ (Kemmis 
et al., 2014, p.3) that shifts the focus from the educational innovation itself, i.e. curriculum 
internationalisation, towards the ‘working conditions’ (Kemmis & Grootenboer, 2008, p. 61) 
that enable and/or constrain the implementation of internationalisation practice.  
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3.8.2. Envisioning IoC through the lens of practice architectures theory 
Through the lens of practice architectures theory, IoC is viewed as a practice consisting of 
sayings, doings and relatings – all ‘bundled together’ in particular ways that make them 
distinctive as IoC. As any practice, IoC practices are not ‘abstractions with an ideal form of 
their own’ (Kemmis et al., 2014, p. 33). Rather, they are composed in the site of practice and 
composed of resources pertaining at the site at particular points in time. The study of IoC from 
the practice architectures perspective directs us towards the web of interactions and 
relationships through which the curriculum is experienced. It also requires us to attend to, 
amongst others, the conditions under which internationalisation-related practices take place.  
Figure 3.2 presents a theoretical framework for the study which combines Barnett and 
Coate’s (2005) conceptualisation of curriculum as knowing-acting-being and Kemmis et al.’s 
(2014) practice architectures theory. It will then be followed by explanations of the framework. 
Figure 3.2. Theoretical framework 
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At the institutional level, IoC policies (or institutional IoC practices) take up and engage with 
the cultural-discursive, material-economic and social-political resources already found in the 
institutional context (serving as the site of practice) to unfold or happen. Cultural-discursive 
arrangements can comprise the shared specialist discourses such as knowledge of a discipline 
or profession, the language acquired by educators, ways of communicating in practice as well 
as factors that shape the opportunities for communication and discussion. Through the 
language or specialist discourses used, the underlying, often-taken-for-granted understandings 
practitioners draw upon are revealed and used to interpret their practice. The material-
economic arrangements of educational practices refer to the physical and economic 
arrangements such as institutional budget, classroom design, available 
educational/technological resources, educators’ wages, research funding and socioeconomic 
status of students, etc. The social-political arrangements take the form of a web of relationships 
between educators and others (e.g. students, colleagues, managers, etc.) as well as policy 
frameworks, professional codes of practice and so on. The shape of institutional IoC practices 
are prefigured by the existing arrangements and conditions in the localities. For example, the 
institution’s motivation to become financially independent or a growing demand for HE can be 
a material-economic arrangement that paves the way for the institutional policy of massive 
student recruitment. 
The process of IoC (at the institutional level) creates a legacy of ideas, relationships, 
aspirations, capabilities, identities, to name just a few. These distinctive residues are ‘engraved’ 
in the institutional setting, become part of it and are subsequently encountered by teachers and 
students in their teaching and learning practices. In other words, IoC would create a particular 
space - a new site of practice - with its own material-economic, cultural-discursive and social-
political arrangements which may largely overlap with the ‘general’ arrangements in the 
institutional setting. These distinctive arrangements are preconditions for the conduct of 
teaching and learning practices. For example, the institutional policy of massive student 
recruitment would create a whole new teaching context with greater student diversity. This 
student diversity can be a type of social-political arrangement that alters the way academics 
position themselves and their teaching role, which in turn alters their pedagogical practices.  
At the classroom level, academics’ IoC practice is conceptualised as comprising three 
dimensions, i.e. sayings, doings and relatings. As Kemmis et al. (2014) put it, ‘sayings’ are 
‘forms of understandings’ (p. 3). The sayings dimension of academics’ IoC practice is, 
therefore, the verbalisation of their understanding about what IoC means in the teaching 
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contexts. The doings dimension is concerned with their internationalisation-related pedagogy in 
response to specific contextual conditions of IoC. The relatings dimension involves academics’ 
life experience of all the social connections that are relevant to IoC. 
Since HE curriculum is conceptualised in this study as a vehicle for knowing, acting 
and being (see 2.5), students’ learning experience is manifested in these three forms. More 
specifically, studying an undergraduate degree is a journey on which the students exercise their 
individual agency to obtain knowledge, skills and self-development in light of their awareness 
or aspiration of who they become. In the simplest sense, agency is about one person’s efforts to 
achieve a goal in their work or life pursuit (Horowitz, 2014). For students, the professionals-to-
be, the learning experience is the journey of negotiating propositional knowledge that is crucial 
for the profession (knowing), of involving in and interpreting their own practices (acting), and 
of developing their inner self (being). As mentioned earlier, with the common focus of IoC on 
sets of learning outcomes, internationalisation efforts have been drawn mostly to the ends 
(what students know and can do) rather than the process of students’ becoming (see I.4.). In our 
‘super-complex’ world, knowledge and skills per se do not seem to have long-lasting values 
since knowledge will soon be outdated and skills cannot help people cope with unforeseen 
situations. As Barnett (2009) argues, it is the processes of coming to obtain the knowledge and 
skills that have educational properties because those very processes engender certain 
dispositions and qualities that nurture the transformation of self and help individuals strive in 
the world. In other words, the journey of becoming must be as important as, if not more than, 
the arrival.  
The experiences of teaching and learning the internationalised curriculum are placed at 
the focal centre of the framework. ‘Experience’ here implies various degrees of consciousness 
and/or individual agency exercised by teachers and students. Teaching and learning 
experiences take shape and occur in the institutional sites of practice, bearing the impact (both 
enabling and constraining) of the existing cultural-discursive, material-economic and social-
political arrangements. However, teaching and learning have the potential to alter these 
existing arrangements and transform the internationalisation process. For example, teachers’ 
initial interpretations of what internationalisation means to them, their teaching and their roles 
may be contradicted, challenged and changed by the reality of implementation given the 
resources available in their institution. The reshaped interpretations may lead them to 
continuously reposition themselves to acquire knowledge and to adjust their practices 
accordingly. Their doings can in turn alter the existing disciplinary paradigms, the language 
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and discourses used in and about internationalisation, practice conventions and the way 
internationalisation agents relate to one another. Similarly, students involve themselves in their 
study within the institutional and curriculum spaces. Their experiences have reciprocal 
influence on teachers’ teaching, disciplinary practices and internationalisation of the 
disciplinary curriculum, for example, how to make learning outcomes more explicit and how to 
scaffold learning. 
In conclusion, this section has proposed a theoretical framework for analysing IoC. The 
framework places academics and students as well as teaching and learning at the centre, which 
suits the focus of my study. It also offers a way to explore the impact of IoC on teaching and 
learning, that is by looking at how IoC practice architectures facilitate and/or constrain 
academics’ and student’s practices.   
3.9. Summary 
This chapter discussed and justified the use of the qualitative approach and multiple case-study 
method. It also considered methodological issues regarding the selection of case, sampling, 
research instruments, data collection, data analysis, ethics, strategies to ensure credibility and 
trustworthiness and proposed a theoretical framework for data analysis. The following 
chapters, Chapters 4-6, will present and discuss the research findings for the first case, Đông-
Phương University. 
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Chapter 4. Case study 1 – Đông-Phương University: The national 
and institutional contexts of internationalisation of the curriculum 
4.1. Introduction 
This chapter is the first of the three chapters about Đông-Phương University in Vietnam. It 
provides an overview of Vietnamese HE internationalisation and Đông-Phương University to 
help contextualise the data analysis and discussion of findings in Chapters 5 and 6.  
According to Leask and Bridge (2013), IoC is highly dependent on context. Kemmis et 
al. (2014) state that the cultural-discursive, material-economic, and social-political 
arrangements of the ‘intersubjective spaces’ (p.4) where practitioners interact may enable 
and/or constrain their practices. This study seeks to understand academics’ and students’ 
experiences of IoC which very much depend on the social, cultural, political and economic 
conditions such as government’s policies, institutional strategies and resources, etc. It is, 
therefore, important to take into account the ‘ecological’ circumstances (Biesta, Priestley, & 
Robinson, 2015), i.e. the structural conditions and arrangements for IoC at the institution and 
more broadly in Vietnamese HE.  
This chapter drew on a range of data sources. First, the literature about Vietnamese HE 
set a backdrop for institutional policies and decisions relating to IoC. Second, analysis of 
national and HE sectoral policy documents driving IoC efforts was presented. Third, the 
university’s website, brochures, strategic plans, institutional reports and data from interviews 
with program leaders informed me about study programs, regulations, internationalisation 
strategies and vision.  
4.2. Overview of Vietnamese HE internationalisation 
Throughout the country’s history, Vietnam’s HE system was influenced by a range of 
international factors and models, notably the long-standing Confucian traditions, the French 
colonisation in the early twentieth century and later by the Soviet Union (Welch, 2010). In each 
period prior to the Đổi Mới (Economic Reform) in 1986, the Vietnamese HE system closely 
followed the model of the dominant power of the time. However, the post Đổi Mới period 
witnessed the government’s proactive efforts in cultivating extensive and diversified 
educational relationships with various countries in both Asia and the West (Ziguras & Pham, 
2017). For Vietnam, IoHE since the Đổi Mới has been primarily a means of overhauling its HE 
sector and human resource and integrating more deeply into the global economy.  
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With the imperative of transferring knowledge and skills from abroad (ibid.), there has 
been a strong focus on international cooperation and outbound mobility as stated in the 
Strategy for education development for Vietnam 2011-2020. The government’s active 
promotion of outbound mobility was reflected in the implementation of Project 322, and 
currently the Project 911, which funded a large number of students and academics in key 
universities to study overseas. Also, bilateral agreements between Vietnam and its key trading 
partner countries have made more scholarships available for Vietnamese students. Meanwhile, 
self-funded overseas study has also been promoted by the government through the state’s 
support of cooperative programs that allow students to undertake part of a foreign degree in 
Vietnam to reduce the costs.   
The development of numerous joint and twinning programs has marked a shift of the 
country from being merely an importer of international education to being partner in 
educational cooperation (Dang, 2011). At the institutional level, key universities have been 
proactively broadening their international networks to establish educational partnerships. The 
joint and twinning programs mirror the foreign ones in many aspects, and are regarded as a 
way to bridge the quality gap between Vietnam and other countries in the world.  
 The existing literature (e.g. Tran et al., 2014) highlights a growing interest in IaH in 
Vietnam which encompasses the introduction of EMI programs, degree alignment with 
international HEIs, attracting international students, encouraging internationally cooperative 
programs, and learning from advanced HE systems. Overall, international cooperation in HE in 
Vietnam is predominantly geared towards foreign curriculum borrowing (Hoang, Tran, & 
Pham, 2018), such as the Advanced Programs [chương trình tiên tiến] project initiated by the 
Vietnamese government. Introduced in 2006, the advanced programs were implemented at key 
universities, mainly in STEM and business education areas, by importing the curriculum from 
the top 200 universities in the world. Despite some positive results, for example, more access 
to materials and contents of well-regarded international programs, the advanced programs 
stand in isolation from the regular programs offered by each of the selected universities and 
target a very small proportion of the student population (Duong, 2009; Tran et al., 2018). 
Hoang et al. (2018) argue that internationalisation efforts and activities in Vietnam remain 
fragmented, ad hoc, and varied across faculties, institutions and regions. While 
internationalisation is seen at the sectoral level as fundamental for the development of HE, 
institutions still ‘behave in a mimicking fashion and seek legitimacy from internationalisation’ 
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(Hoang et al., 2018, p. 20) rather than effectively integrating internationalisation in education 
and research as a means to the quality improvement end.  
4.3. Đông-Phương University, its vision and educational programs 
4.3.1. Introduction of Đông-Phương University 
Đông-Phương University is a well-established HEI in Vietnam that provides HE programs in 
the field of international trade. In the first 20 years since its establishment in the late 1960s, the 
university reported to the Ministry of Commerce. However, in 1984, Đông-Phương University 
started to operate under the administration of the Ministry of Education and Training (MOET) 
and has been proactively responded to the 1986 opening of the Vietnamese economy and the 
boom of import-export activities. It is recognised as one of the top universities in Vietnam with 
high-quality teaching and learning, producing competent graduates in terms of both 
international trade knowledge and foreign language proficiency. Most of Đông-Phương's 
academics earned their postgraduate degrees from developed countries such as the UK., the 
US., Canada, Australia, Japan, etc. Also, Đông-Phương University takes pride in attracting the 
best and brightest students with outstanding academic scores in the annual National Exam (a 
two-in-one exam, which combines the previous High School Graduation Exam and National 
University Entrance Exam).  
Within ten years of the turn of the century, Đông-Phương University had developed 
significantly in terms of both educational scope and scale, and experienced a major structural 
change from a mono-disciplinary (international trade) to multi-disciplinary institution in 
response to the changing economic and educational demands. By 2017, Đông-Phương 
University offered 23 undergraduate programs with six training majors: International Business, 
Business Administration, Finance and Banking, Commercial Foreign Languages, International 
Economics, International Trade Law and International Commerce. Still, Đông-Phương 
University continued to feature the Soviet's narrow-specialisation model (Welch, 2010) by 
providing only business-related programs. 
4.3.2. Changing contexts and Đông-Phương University's new mission and vision 
The Vietnamese HE sector has experienced dramatic changes in the past two decades under the 
impacts of globalisation and liberalisation. Like many other countries, Vietnam has adopted the 
restructuring of its public sectors, or ‘structural adjustment’ (Mok & Welch, 2003), to bring 
about medium and long-term economic benefits. Being one of the major public services and 
considered as a key contributor to economic development (MOET, 2001), Vietnamese HE is 
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not immune to the tide of change, among which is the decentralisation of administration. 
Universities now have more autonomy in making decisions regarding their own institutional 
developments although they still need to follow the overall direction set by the government.  
In 2005, the Government of Vietnam developed the 2006-2020 Higher Education 
Reform Agenda (HERA) to boost the quality of domestic HE (The Government of Vietnam, 
2005) which includes a number of targets such as: a significant improvement in academic 
quality, curriculum development and the establishment of a research and development culture 
within the HE sector, etc. (Harman, Hayden, & Pham, 2010; Hayden & Lam, 2010). However, 
the call for reforms was not accompanied by an increase in state funding for HE. The economic 
crisis paired with the hard-to-meet demand for tertiary education made it imperative for the 
government to abandon its long-standing role as the sole funder of HE and to introduce 
‘socialisation’, i.e. a significant proportion of national education costs was shifted from the 
government to families and society (Do, 2014). Under this new regime, HEIs were no longer 
fully subsidised by the state, but were allowed to decide their own tuition fees and encouraged 
to increase enrolments in non-public sector and non-regular modes of delivery.  
This changing context has impacted on the vision and operation of Đông-Phương 
University. As one of the five Vietnamese HEIs chosen to pilot the financial autonomy policy 
in 2006, Đông-Phương University must navigate how to be more independent from the state 
budget while maintaining quality improvement. The university’s development vision is to 
become a financially independent, teaching-and-research-oriented institution with diversified 
training and education activities. Being business-focused, Đông-Phương University prioritises 
research on economic/business policy planning and outcomes with high entrepreneurial 
application. Furthermore, the University adopted English as the medium of instruction (EMI) 
and developed EMI programs in co-operation with foreign institutions. As a Division Head 
elaborated, these strategies would assist Đông-Phương University to solve the tension between 
financial independence and capacity building. A stronger international network was expected 
to provide more opportunities for staff exchange, PD and curriculum enhancement. The 
university aspires to be ranked among the top 100 universities in the region by 2030 and 
subsequently to become a world hub for academic and cultural exchange (Đông-Phương 
University, 2017).  
The changing local context has propelled Đông-Phương University towards 
internationalisation. It is important to note that the term internationalisation of higher 
education is not in the political lexicon in Vietnam. Policy documents such as the HERA, the 
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term international integration from within Vietnam’s economic globalisation agenda is used 
instead. By focusing on the development of stronger international integration, the government 
aims to revamp the local HE system and to enhance the Vietnamese HEIs’ recognition in the 
global knowledge society. In response, Đông-Phương University establishes their strategic 
educational objectives towards 2030 as follows: 
All the educational programs are standardised, modern and suitable to Vietnam’s 
conditions. The curricula are aligned with those of other universities in the region and 
in the world, and recognised by international quality assessment organisations. (Đông-
Phương University, 2017) 
Educational quality improvement is particularly critical for the institution due to the presence 
of international universities in Vietnam. As a faculty manager commented,  
At present, we cannot maintain our old way of doing because public universities like us 
are now facing strong competition from RMIT Vietnam, Vietnam-France University 
and British University Vietnam. Staying the same, we will die. We need to reform, to 
innovate and to meet international standards. (Tuấn, International Business) 
While the current Vietnamese HE curriculum is criticised as being inward-looking and 
detached from social realities (Hoang Tuy, 2011, in Tran, Le, and Nguyen (2014)), Đông-
Phương University’s curriculum reform objectives now reflect an outward-looking vision since 
it took up a comparative perspective and a learning attitude. Starting from a few imported 
programs (later discussed), Đông-Phương University’s commitment is ‘to spread the values’ 
[đảm bảo tính lan toả] of those programs, particularly the advanced programs (see 4.2). 
4.3.3. Đông-Phương University’s undergraduate programs 
In this thesis, the term undergraduate program(s) is understood as a collective of bachelor 
courses, e.g. Bachelor of International Economics or Bachelor of Business Administration. 
Courses such as Bachelor of International Economics consist of different units, e.g. 
microeconomics, macroeconomics, international marketing, etc. 
In the case of Đông-Phương University teaching in both Vietnamese and English, 
programs is also used to refer to Vietnamese-medium-instruction (VMI) programs and 
English-medium-instruction (EMI) programs and is employed, as in local and foreign 
programs, to differentiate the origin of the groups of courses.   
Currently, in addition to the standard programs (SPs) using VMI, Đông-Phương 
University has three types of EMI undergraduate programs: high quality programs (HQPs), 
advanced programs (APs) and joint programs (JPs). 
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The Standard Programs (SPs) include all the regular VMI, undergraduate courses 
lasting between three and six years3. From 2015, in order to be admitted to Đông-Phương 
University’s SPs, high school students must sit for the annual National Exam (a two-in-one 
exam, which combines the previous High School Graduation Exam and National University 
Entrance Exam) and obtain the admission benchmarks set by Đông-Phương University. These 
benchmarks vary slightly from discipline to discipline and depend on the number of registered 
students each academic year. However, Đông-Phương University’s admission benchmarks are 
normally among the highest nationally. For example, for the 2016-2017 intake, Đông-Phương 
University’s benchmark scores were 26.45 out of 30 (Bachelor of International Economics) and 
25.80 out of 30 (Bachelor of Finance and Banking), while the floor score set by MOET was 15 
out of 30. The curricula of the SPs were locally derived, focusing on developing both 
disciplinary knowledge and foreign language proficiency. 
The High Quality Programs (HQPs) were first introduced in 2006, being one of the 
three types of EMI programs. The HQPs were based on the executives’ belief that Đông-
Phương University had the necessary human resources for providing quality educational 
service and teaching in English and that student quality meant they had English proficiency. 
The curriculum is partially translated from the VMI local curriculum and is enhanced with 
reference to the curricula of various foreign HEIs, mostly the US, the UK and Australia. 
Students enrolling in HQPs must obtain the National Exam benchmark set by Đông-Phương 
University for specific disciplines and pass the university’s English test. According to one 
executive, the HQPs serve dual purposes of improving education quality and exercising 
financial autonomy. The high tuition fee, double that of SPs, contributes to the institution’s 
financial well-being and ensure a better quality tertiary education. 
Unlike the HQPs, which are an institutional initiative, the Advanced Programs (APs) 
are a significant Vietnamese government initiative to match local university education 
standards to regional and world standards. The two APs in International Economics and 
Business Administration were developed in partnership with two US universities in 2008 and 
2010 respectively. These APs aimed to contribute to Đông-Phương University’s capacity 
building both financially and academically. First, the University received government funding 
until 2017 and the tuition fees were approximately three times higher than VMI programs. 
                                                 
3 In the past, all bachelor courses at Đông-Phương University lasted 4.5 years. However, the recent credit-based 
system allows students to graduate earlier or later than 4.5 years, provided that they accumulate all the required 
180 credits.  
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Second, foreign institution partnerships bring about opportunities of curriculum 
internationalisation and academic-staff mobility.  
The admission scores of the APs were based on the applicants’ scores4 in National 
Exam (50%), the institutional English exam score (20%) and interview score (30%). The 
curricula of the APs were imported from the partner universities with minor changes in 
disciplinary units, e.g. a textbook or adapting assessment. The importing of foreign curricula 
was guided by MOET and seen as a quick remedy to improve quality (Phan & Tran, 2015). As 
McBurnie (2000) suggests, education serves not only an educational but also a nation-building 
goal, and local adaptation of the curriculum is desirable. Since the APs were MOET’s initiative 
and sponsored by the state, the imported curriculum of the APs was still partially under 
MOET’s control. The Ministry required that the APs curriculum must comprise a few 
compulsory courses on national values and ethics, including Marxist-Leninist philosophy, Ho 
Chi Minh ideology, and military training (Duong, 2009). However, as more autonomy was 
granted to the university, especially after the termination of funding for the APs in 2016, the 
number of such courses has gradually been reduced to save curriculum space for disciplinary 
units.  
In 2009, Đông-Phương University introduced the third type of EMI programs, i.e. Joint 
Programs (JPs). JPs are transnational programs jointly offered by Đông-Phương and foreign 
partner universities aiming to diversify educational opportunities for the local students, build 
the institution's capacity and increase student mobility. The curricula of JPs are entirely 
imported from the foreign partner universities. On graduation, students are awarded a bachelor 
degree solely issued by the foreign institutions. The JPs, as with APs, were aligned with the 
developmental objectives of the university, but the JPs were an institutional initiative not 
sponsored by the government, and students did not have to demonstrate strong academic 
achievement or English proficiency to be admitted. The recruitment criteria for the JP in 
Business Administration, for example, was high school graduation and an English placement 
test which students with a 5.0 band score in the IELTS test (International English Language 
Testing System) were not required to sit. Moreover, foreign partner institutions for JPs do not 
necessarily have high institutional ranking (Nguyen & Shillabeer, 2013). Therefore, the JPs 
were more about providing greater HE accessibility to high school leavers rather than 
improving education quality.  
                                                 
4 This score must at least meet the admission benchmark set by Đông-Phương University. 
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4.4. Conclusion 
In sum, with the introduction of different EMI programs, the vision of Đông-Phương 
University became more international and their internationalisation activities were expanded 
beyond the traditional outbound mobility of Vietnamese students. The drivers of 
internationalisation at Đông-Phương University are developmental, involving educational 
quality enhancement, international integration and human resource development. As clearly 
stated in the university website, their strategic objectives are: (i) to ensure that their educational 
programs are standardised, state-of-the-art, aligned with those of reputational universities in the 
region and in the world, and recognised by renowned international quality accreditation 
organisations; (ii) to build the teaching capacity to meet regional and international standards; 
and (iii) to diversify educational programs through enhancing cooperative relationships with 
foreign institutions. While the effectiveness of Đông-Phương University's approach to 
internationalisation, particularly the curriculum-borrowing policy, requires a critical 
examination, the movements reflect the university's proactive responses to the changing 
context of Vietnamese HE, new demands of the country and emerging global forces. 
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Chapter 5. Case Study 1 - Đông-Phương University: Academics’ 
experience of internationalisation of the curriculum 
5.1. Introduction 
According to Kemmis et al. (2014), any practice comprises three components: sayings, doings, 
and relatings. This chapter presents data analysis and findings from in-depth interviews (see 
section 3.5.2) about these three components of Đông-Phương academics’ IoC practices so as to 
understand their IoC experience, including what they say, what they do, and how they see 
themselves in relation to others in the context of internationalisation.  
5.2. IoC practice at the classroom level - The sayings dimension 
Sayings are ‘forms of understanding’ (Kemmis et al., 2014, p. 3). At the classroom level, 
sayings can be understood as the verbalisation of academics’ understanding about what IoC 
means in their teaching context. Academics’ acceptance or rejection of internationalisation 
very much depends on their perception of the relevance of internationalisation to their teaching 
context (Mestenhauser, 1998). Whether or how IoC has an impact on academics' teaching 
practices is dependent on their knowing and interpreting of this educational trend. Therefore, 
academic participants were asked to discuss their thoughts on the meaning, purpose and 
relevance of IoC in the context of Đông-Phương University and more broadly Vietnamese HE. 
Multi-faceted views about IoC emerged, which I classified into three categories: scope, focus, 
and positioning of IoC. 
Scope refers to the aspects of the curriculum that are relevant and/or necessary to be 
internationalised. HE curriculum is, more often than not, seen as including the formal, informal 
and hidden curriculum, the last implicit in the former two. As Leask (2009) explains, the 
hidden curriculum is the ‘incidental lessons that are learned about power and authority’ (p. 
207) from the way that in-class and out-of-class activities are organised. By scope I am 
referring to whether IoC is narrowly concerned with, for example, only the formal curriculum, 
which is the sequenced teaching and learning activities and assessments, or holistically 
involves all the three domains. 
Most of the participants’ opinions about IoC lay within the boundary of the formal 
curriculum, which appears to reflect three different conceptualisations of HE curriculum. First, 
the curriculum is equal to the structure of a course of study, e.g., Bachelor of International 
Business, etc., that encompasses multiple units, e.g. International Investment, Marketing, 
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Monetary market, etc. Second, it is equated more broadly to the global structure of all study 
programs in a university, e.g. SPs, HQPs and APs as a whole. As such, IoC involves a 
structural change, which is either the addition of a new unit(s) from a foreign course to an 
existing local course or the development of new courses, or even new programs. 
IoC means adding their [foreign countries’] units into our [Vietnam’s] courses. (Hiền, 
International Trade) 
I think IoC means we accept anything from overseas, for example, foreign lecturers, 
foreign materials, exchange students, or to bring in the courses that we do not have, or at 
a higher level, to import their curriculum, like the case of APs. To my view, IoC means 
bringing in foreign features and transform them into our own. (Vân, International Trade) 
In contrast, the third perspective saw the curriculum very narrowly as the knowledge content of 
a teaching unit. Then, IoC was about academics’ selection of updated content and of methods 
to deliver to students. At first glance, the roles of academics from this IoC perspective are 
somewhat limited; however, the dynamic nature of the business discipline offers significant 
space for academics to adapt - or in their belief, internationalise - their lectures. The business 
world is changing everyday with new developments in different economies, which requires 
lecturers to be proactive in ‘refreshing’ themselves by a regular update of new information. IoC 
from this viewpoint was an expansion of the content of the teaching unit beyond issues about 
the local economies, which partially aligned with Leask’s (2015) definition of IoC, i.e. ‘the 
incorporation of international, intercultural, and/or global dimensions into the content of the 
curriculum as well as the learning outcomes, assessment tasks, teaching methods, and support 
services of a program of study’ (p. 9). IoC hence required continuous learning on the 
academics’ part and, through this learning curve, provided opportunities of capacity building 
for the institution. 
The second category was focus. Focus refers to IoC priorities, being both short-term 
objectives and long-term goals. It was revealed that, regardless of which conceptualisation of 
the curriculum they hold, the interviewed academics believed the focus of IoC in Vietnam was 
quality conformity to the ‘world curriculum’, not only in terms of knowledge content but also 
in terms of medium of instruction and operation of educational programs.  
IoC means that we have to switch the instruction language in some courses to the 
international language, English, and deliver a similar knowledge system. (Trung, 
Marketing) 
…The idea of IoC, in my opinion, penetrates into every corner of education. In terms of 
the advanced programs’ administration, for example, everything we do is aligned with 
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that of the partner university… [For instance,] how the timetable is planned, in which 
semester which subjects are taught, how students enrol in courses, how exam grades are 
managed, etc. Everything must be aligned. (Giao, Economics) 
A taken-for-granted rhetoric of a ‘world curriculum’ recurred throughout the dataset, meaning 
an advanced, state-of-the-art curriculum that represents the curricula of the Global North. The 
North-South divide appeared intense, as revealed in the response of an academic who was also 
holding a faculty management position: 
We don’t have a definition but I think IoC means making the quality of our curriculum, 
teaching methods and administration closely approach the standards of advanced 
educational systems. Let us say the US, the UK, Australia, European countries. We have 
to mimic them because in education it is necessary to learn from others’ success. The 
purpose is to improve our educational quality. (Tuấn, International Business) 
Such a perspective about Western-type curriculum was consistent with Mok’s (2007) 
observation of the trending adoption of strategies along the Anglo-Saxon lines in 
internationalising universities in Asia. Understandably, a business-specialising institution like 
Đông-Phương University would look to the world’s economic powers when selecting 
educational models to pursue. For a mono-discipline university focusing on the business area, 
the cutting edge theoretical and scholastic knowledge was deemed to belong to the West. There 
appeared to be a strong division between them (Western universities) who set the standards for 
education and us (Vietnamese universities) who need to ‘learn from them to grow’. As Tran, 
Le, et al. (2014) remark, criticisms about Vietnamese HE pointed to the old-fashioned 
curriculum being out of tune with new developments of knowledge, technologies and 
international research. In such a context, borrowing Western curricula was perceived as the 
grand promise to bring advancement and improvement to educational programs. This 
positioning of Western curriculum was seen not only at the HE sector level (with the APs 
curriculum-importing policy) but also in academics’ perception. IoC, through the use of EMI 
and mimicking Western curriculum, was expected to bring about various learning and 
exchange opportunities for students and staff, thus ultimately improving educational quality as 
well as building institutional capacity.   
Đông-Phương University’s business specialisation also accounts for the academics’ 
positioning of IoC. Positioning refers to the ‘process by which certain characteristics are 
attributed to an individual or a group or some other entity’ (Baert, 2012, p. 310). When people 
engage in discourse, they become social actors who take up certain positions (Davies & Harré, 
1990) in the interrelation with other people and entities. In this study, academics’ positioning 
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of IoC means how they relate IoC to themselves and/or their institutional context. The 
interview data showed that IoC was constantly positioned as an intrinsic trait of the institution. 
Even though interviewed academics generally acknowledge external influential factors, for 
example, reform requirements within the whole higher education sector, rising competition 
from international universities, and the challenges of the new autonomy regime, they 
considered international dimensions as an inherent characteristic of the business discipline. 
Thus, IoC was not a new agenda but an intrinsic, integral part of what the institution is. The 
intrinsicness of IoC at Đông-Phương University was manifested in two aspects: the nature of 
the business field and the capacity building of staff through mobility. 
With the focus on international trade right from the beginning, our university has been 
oriented towards internationalisation. (Vân, International Trade) 
We are not talking about internationalisation because we have been doing so for too 
long… IoC happens naturally when lecturers return to teaching from their overseas 
study. If you studied overseas, you would prefer to teach your lessons the way you were 
taught overseas because you see it as standard… The majority of staff obtained their 
degrees in various countries. That is the best resource for internationalisation. (Mạnh, 
International Economics) 
Clifford (2009) and Sawir (2011) found that academics who saw the knowledge in their 
disciplinary field as being already universal tended to believe that internationalisation has little 
meaning to them, and thus were more resistant to making teaching adjustments. In this study, 
the international nature of the business discipline did not equate to ‘universal’ or ‘culturally 
neutral’ but was believed to always involve cultures; thus, internationalisation had always been 
embedded in the knowledge content of business courses. Also, with Đông-Phương University's 
high profile of staff possessing overseas degrees, IoC was constantly positioned as happening 
naturally when lecturers return to teaching from their overseas study. Although the academics 
were not sceptical about the validity or the relevance of internationalisation to the business 
discipline, they believed that an introduction of ‘an imported term’ (Vân, International Trade) 
that was not used in educational policy documents and an explicit articulation or agenda was 
unnecessary. These positions are critical cultural-discursive arrangements or, in Leask’s (2015) 
term, a cultural blocker that potentially inhibits IoC practice. Once the existing paradigm 
remains untouched, it is likely that changes would be minor and have little, if any, impact on 
student learning outcomes.  
In sum, the academics’ knowing and saying about IoC highlighted the institution’s 
aspiration of quality improvement in all the formal aspects of educational programs, i.e. course 
 83 
 
content, language of instruction, and operation, through conformity to Western curricula. The 
absence of the term ‘internationalisation of the curriculum’ in Vietnam’s political discourse, as 
well as the lack of discursive space about IoC at Đông-Phương University were the major 
cultural-discursive arrangements contributing to academics’ understanding about IoC. 
Unfamiliar with the contemporary international discourses about internationalisation, 
academics formed their understanding based on what was happening in Vietnam HE and 
specifically in their institution as well as their ‘personal theories of knowledge and knowing’ 
(Lovat & Smith, 1995, in Sawir, 2011, p. 54) in their business discipline (as discussed above). 
The promotion of international cooperation and EMI programs as well as the trendy discourses 
of ‘standardised programs’ and ‘aligned curricula’ directed academics towards positioning IoC 
in relation to the formal aspects of the curriculum, such as medium of instruction, teaching 
content, pedagogy and assessment. Also, the long-standing priority in Vietnamese education of 
equipping students with theoretical and scholastic knowledge (Tran, Le, et al., 2014) was 
another cultural arrangement that prefigured the strong focus on the formal curriculum at 
Đông-Phương University.  
5.3. IoC practice at the classroom level - The doings dimension 
As IoC in Vietnam is mainly characterised by the importing of curricula from developed 
international partners, the doings dimension of IoC practice at the classroom level was 
investigated mainly through the pedagogical practices of academics who teach in the imported 
EMI programs. A stronger focus was placed on the APs and HQPs since the primary objective 
of JPs was to cater for the increasing demand for HE rather than to improve quality (see 4.3.3). 
The interrogation of academics’ interview data, including coding, categorising and identifying 
concepts (Lichtman, 2010) resulted in the doings dimension of IoC practice falling into three 
broad domains: selection of teaching content, instructional strategies and pedagogy, and 
assessment of student knowledge and skills. The findings will also be discussed in relation to 
the SPs since the borrowed curricula were expected to have major contributions to Đông-
Phương University’s developmental goals through a dispersal of their good values to the 
institutionally-born programs. 
5.3.1. Selection of teaching content 
Unlike the JPs, in which no changes were made to the imported curriculum, some 
characteristics of the local curriculum were incorporated in the APs’. Apart from the addition 
of the political content such as Marxist-Leninist philosophy, Ho Chi Minh ideology, History of 
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Vietnam Communist Party, etc., a number of disciplinary units in the APs were hybrids of 
related units offered by both Đông-Phương University and the foreign partners. Besides, some 
local units that are similar to those taught by the partner university were brought into the APs 
as electives so that Đông-Phương University could best utilise its existing staff capacity. This 
is also a way for the institution to have its teaching units gradually aligned with and recognised 
by international institutions.  
In discussing cross-border curriculum partnerships, Bolton and Nie (2010) and Dobos 
(2011) state that some degree of educational materials adaptation to the local context may be 
inevitable and desirable due to contextual differences. At Đông-Phương University, the 
adaptation was quite minimal, being an addition of case studies and business scenarios that are 
specific to Vietnam, ASEAN5 or other Asian countries. According to an academic who was 
also in a management position, the infusion of local and regional cases ‘added values’ to the 
imported curriculum and increased its practicality in the local context. 
Their [the foreign] curriculum usually has case studies about advanced environments 
which have lower practical values. In addition to using the provided cases, we still have 
to add local cases to enrich the domestic feature of the programs (Tuấn, International 
Business) 
Among the three EMI programs, the degree of local feature is highest in the HQPs. The HQPs 
were developed on the basis of referencing the APs and various foreign curricula, e.g. those of 
Johns Hopkins University (US), Birmingham University (UK) and University of Queensland 
(Australia). However, the HQP curriculum was compiled and developed by Đông-Phương 
University themselves and was guided by two major considerations: (i) what are the essence of 
internationally reputed business courses, and (ii) what are suitable for Đông-Phương 
University’s student cohorts.  
On the one hand, we want our courses to be as closely similar to those of renowned 
universities as possible. On the other hand, we need to take into consideration the 
capacity of our students. In my subject area, for example, a foreign course normally lasts 
around 12-13 weeks, covering 12 chapters or so. But our students cannot ‘digest’ this 
amount of content, given that they are not studying in their mother tongue. Therefore, we 
normally customise the syllabus to about 8 chapters. (Mạnh, International Economics) 
An interesting feature of the HQPs curriculum that reflected a high degree of local 
characteristics was that in order to carry on the institutional pride, Đông-Phương University 
                                                 
5 Association of South-East Asian Nations 
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brought some traditional, signature units into some HQPs and academics were required to shift 
the language of instruction from Vietnamese to English: 
Our program [HQP] is 80% compatible with those of leading universities in the US, the 
UK and Japan; the remaining 20% includes Vietnam-specific units, some of which 
helped bring out the university’s brand. (EMI Programs Information Day 2016) 
Although the management was optimistic about the feasibility of the proposal since the units 
have been taught since the institution’s early years, teaching those specific VMI units for the 
hybrid curriculum was not as easy as it may seem. Academics responsible for these units found 
it ‘really hard’ (Giao, Economics) due to inequivalent terminologies and concepts and the lack 
of equivalent textbooks and teaching materials in English. 
It took too much time and effort to prepare. I had to prepare almost everything from 
scratch because it is completely different from teaching in Vietnamese. (Giao, 
Economics) 
According to this academic, although the structure of the unit was generally retained and the 
Vietnamese materials were well-written as they have been improved year after year, all the 
knowledge content needed revising and updating with reference to various sources and could 
not be taught in a ‘translating’ manner due to different ways of conveying information in 
different languages.  
The findings presented thus far provide evidence that some characteristics of the local 
curriculum were brought into the borrowed curricula of the APs and HQPs through the use of 
local-born units as electives or as core units respectively. Either way, the local units were 
enhanced to have a broader coverage. A strategy was to approach the subject matter through 
foreign cases and to relate the existing contents to contemporary issues mentioned by 
international research. Infusion of international content is not a rarely seen approach to 
internationalising the content of teaching and learning. Although this approach does not lead to 
drastic changes, content infusion is a least-resourced way to introduce international dimensions 
into the existing curriculum since it requires ‘little more than faculty initiative and 
commitment’ (Raby, 2007, p. 60). However, the integration of international examples, case 
studies and professional practices from elsewhere into the local-born units requires effort on 
the academics’ part. Academic participants reported a lack of educational resources such as 
libraries and access to online resources to help them with revising and adapting teaching 
materials. To address this, academics had to rely on their collegial network overseas who had 
access to the resources that they needed. However, it was generally believed that the inclusion 
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of some units traditionally taught at Đông-Phương University into the borrowed curriculum 
brought about quality enhancements to the local curriculum since it pushed academics’ 
boundaries in terms of self-development and ‘upgraded’ those local-born units with new 
educational resources.   
Teaching the APs is a great challenge for teachers, but it is such a happy feeling when 
overcoming it. (Vân, International Trade) 
There were a lot of discussions within the Division... In those meetings, we shared ideas 
and resources that we used in the APs and it was decided that the Vietnamese textbook 
used for SPs would be altered to be more standardised. (Vân, International Trade) 
In a nutshell, in the domain of teaching content, IoC at Đông-Phương University was 
characterised by two opposite dimensions of localising the imported units (through the infusion 
of local cases) and internationalising the local units (through the addition of international 
cases). Though the focus was more on equipping disciplinary knowledge and professional 
skills rather than on developing intercultural sensitivity, it can be acknowledged that the 
academics have invested effort to incorporate international dimensions into teaching content. 
Although the import of Western curricula implies a pressure of following the prescribed 
‘global’ practices and ideologies (Ng, 2012), Đông-Phương academics’ practices indicated 
willingness and a certain level of conscious borrowing as they attempted to negotiate a 
‘conjunction’ between the local and the foreign curricula.  It is indicated that teaching the 
imported curriculum can become a pedagogical exercise which may generate new insights and 
enriched understanding for academics about their own subject area. Such enhanced knowledge 
would then be transferred to their teaching the SPs, thus gradually improving the quality of the 
local curriculum. 
Having said that, the IoC learning curve seemed to lack an ‘inward looking’ (Nguyen & 
Tran, 2017) dimension as it was geared heavily toward Western standards and practices. This 
finding concurs with the literature on internationalisation of universities in Asia. Mok (2007), 
for example, demonstrates that a number of Asian countries adopted academic strategies along 
the lines of the Anglo-Saxon paradigms. Examples include the introduction of EMI, the import 
of curricula from Australia, the US, and the UK, and the quest for world-class universities as 
per Western standards. In the same vein, Ng (2012) argues that globalisation propelled many of 
the HEIs in the Asian-Pacific region into the game of becoming ‘world-class universities’ 
without honouring their uniqueness and rich cultures. The North-South problems of 
transferability appear to be an ‘inevitable accompaniment of internationalisation in HE with the 
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associated aspects of cultural imperialism and cultural homogenisation’(Craft, Carr, & Fung, 
1998, p. 471). Mok (2007) emphasises that policy copying, rather than thoughtful policy 
borrowing, would expose Asian states to the risk of reproducing learning experiences that may 
not fit their distinctive culture and socio-political environments. 
5.3.2. Instructional strategies and pedagogy 
In regulating that academics teaching in EMI programs must have obtained postgraduate 
degrees overseas, Đông-Phương’s management board expected that the disciplinary knowledge 
and English proficiency they acquired as well as their international experience would transfer 
smoothly into their teaching. However, interview data showed that such an expectation was 
only half-met. While the participants reported no considerable difficulties in getting a solid 
understanding of the disciplinary content they were to teach in the EMI programs, the use of 
EMI created major issues. Luxon and Peelo (2009a) state that language in teaching and 
learning situations has a direct influence on pedagogy. This viewpoint holds true for EMI 
teaching academics at Đông-Phương University since discussions about instructional strategies 
and pedagogy were very often related to the use of English in the classroom.  
For some lecturers, EMI appeared to be ‘a source of anxiety’ (Luxon & Peelo, 2009a, p. 
654), especially the first time they taught the APs and/or the HQPs. Although the Western-style 
pedagogy, generally believed to encourage in-class interactions, was the aspired methodology, 
in some cases the pressure of teaching in English restricted academics to merely disseminating 
the required amount of disciplinary content within the allotted time-frame, thus resulting in 
‘one-way lecturing’ (Trung, Marketing). Although APs and HQPs students were considered 
highly competent since they had to pass another ‘filter’ apart from the National Exam, learning 
in a foreign language could still be challenging. As Trung observed, ‘about 20% of the students 
still face language barriers’. Therefore, classroom activities were often ‘customised’ to suit 
students’ language competence. For example: 
I use the same syllabus for all programs [both VMI and EMI programs] because I do not 
want knowledge gaps between programs. However, it [learning activities] needs a bit of 
customising. For SPs students, I focus on in-class debates and presentations because they 
use the native language. However, I require HQPs and APs students to do more case 
study analysis and projects. (Mạnh, International Economics) 
Apart from the fact that it was easier to find representative cases written in English (which 
cannot be used for VMI classes without translation), case study analysis and projects have the 
advantage of giving EMI students more time to organise their thinking into words. This 
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strategy was supposed to assist students with lower English proficiency. When designing 
learning activities, student diversity was one of the academics’ considerations although the 
concept of student diversity as represented by the academics in this study is one bounded by 
differences in English proficiency, beliefs, attitudes and values, rather than by other social 
dimensions such as nationality, ethnicity, religion or gender. Such diversity was expected to be 
brought into debates, case analysis and projects so that ‘students develop a clear critical mind’ 
(Mạnh, International Economics).  
Being mindful of students’ difficulties in studying the borrowed curriculum, some 
academics adjusted their classroom rules to create a more relaxing environment for students. 
For example, Giao (Economics) explained: 
I used to be very strict and demanding, but I know APs students study in a different 
environment than SPs [learning in English], so I am not too hard on them. If the students 
find my lecture interesting, they stay. Otherwise, they can leave. In return, I ask them to 
be attentive when in class.  
Supportive pedagogy was demonstrated by most of the participants as they exerted 
considerable amount of effort to provide assistance to students’ learning of disciplinary 
content. A number of strategies were employed, for example:  
One way is having extra-tutorials to help students with English knowledge and skills. 
Another way is re-explaining in Vietnamese if students do not understand. This can be 
done in the breaks or briefly during class-time. (Liên, International Business) 
This academic's rationale for the switch of language was the clear objective she set for 
teaching, i.e. disciplinary knowledge received priority over students' language development. 
According to her, enhancing students’ English proficiency might be an implicit intention of the 
university's executives when introducing EMI but was not explicitly stated in policies, and was 
not the responsibility of disciplinary academics.  
Although the number of topics covered had normally been reduced, compared to the 
reference foreign syllabi (see 5.3.1), representing and re-explaining knowledge content 
inevitably consumed more class time. As a result, some lecturers emphasised the importance of 
students’ home-reading and employed different strategies to support content learning. 
I think students nowadays, compared to our generation, are more active but lazier... With 
every home-reading I assigned them, I gave them guidelines and instructions on how to 
read and what they should take away from those readings. (Giao, Economics) 
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This lecturer’s pedagogy was guided by the learners’ needs. Based on observations of students’ 
habits, this academic was able to support her students in developing English reading skill at the 
same time as delving into specific disciplinary topics. Another academic chose to ‘take the role 
of a listener’ and gave students discussion questions through which he could figure out how 
students understood the home reading materials as well as where they needed additional 
support.  
I usually use two methods, group work and class debates. Then I try to listen to see how 
they understand the topics; my approach to teaching is listening more than speaking…I 
only explain the new content or what students misunderstand. Basically I only relate what 
they believe with the theory and the theory with reality. (Trung, Marketing)  
While some academics resorted to one-way lecturing to guarantee complete delivery of the 
content that was deemed important, others, like Trung, insisted on their role as instructors 
rather than knowledge transmitters and that interaction was crucial for understanding. While 
interactive activities that create the space for successful participation by all students, 
irrespective of their cultural backgrounds, is a practical step to ensure that classroom pedagogy 
incorporates IoC (Joseph, 2012), it is not necessarily the case in contexts where the presence of 
international students is limited. This explained the reason why participants in this study 
discussed the arrangements for student interactions in relation to the acquisition of disciplinary 
content rather than intercultural sensitivity, which is a defining feature of IoC. That said, 
intercultural learning was not totally neglected. It was just perceived as integral to the business 
discipline, and thus being already taught to various degrees depending on different business 
areas (or units) through the dissemination of disciplinary content.  
Intercultural, international outlooks are the core of this unit [International Business]. 
There are two things: first, you are living and working in the cross cultural environment, 
what problems do you face? What are the challenges and how to overcome? Second, it is 
doing business. When these two [things] intersect, what happens? I require my students 
to approach issues critically from two perspectives: local individual and foreign 
entrepreneurs who come to do business with us. (Mạnh, International Economics) 
The extract above from the interview with Mạnh showed that intercultural issues were 
contextualised to the local business market. By using perspective-taking method coupled with 
in-class debates, this academic was able to provide students with opportunities to develop 
critical minds.  However, intercultural learning in this case appeared to be hypothetical and 
speculative, rather than experiential. In order for students’ learning experience to be 
experiential, Leask (2001) suggests teachers utilise their international contacts or networks in 
the discipline or professional area as a source for internationalisation. In this aspect, Đông-
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Phương University had the potential to draw on the strong connections between staff and the 
industry as well as with academia to provide multiple and international perspectives to the 
topics being taught and studied. However, such activities were not formally regulated in the 
curriculum, and thus being just ‘an optional extra’ which very much depended on individual 
academics. These represented the conflicting and potentially counter-effective social-political 
arrangements for IoC at the institution.  
It was revealed from the interviews that although academics acknowledged the benefits 
of experiential learning, incorporating fieldwork or inviting guest lecturers, these strategies  
involved opportunity costs, e.g. sacrifice of other content.   
We just do not have enough time. I can send students to the entrepreneurs to take part in 
their marketing activities, for example. Then they can return to the class to report or even 
chair a discussion session. But to do it properly, it would take the whole year. We just do 
not have time. (Mạnh, International Economics) 
Besides, administrative procedures for the external professionals’ part were complicated, which 
reduced their motivation to participate as well as academics’ motivation to invite. Also, the 
institution’s financial support for this activity was poor; therefore, some academics had to 
spend their own money on guest speakers’ travel expenses and accommodation. Despite the 
academics’ dedication, these material-economics arrangements largely prevented them from 
sustaining the activities and enriching the students’ learning experience. 
In short, the investigation of academics’ acting in the domain of instructional strategies 
and pedagogy reflected the participants’ perception of the purpose of business education and 
their role as teachers of future graduates. Generally, the participants considered international, 
intercultural knowledge as built-ins in the business discipline, and, as a result, tended to 
prioritise disciplinary content over activities that foster intercultural competence. Although the 
curriculum was borrowed, the academics appeared to be adaptive and mindful about students’ 
abilities, difficulties and needs and were devoted to supporting their students’ learning.  
5.3.3. Assessment of student knowledge and skills 
Together with teaching and learning, assessment is at the heart of IoC (Leask, 2011a). The 
literature suggest that assessment should be understood as processes consisting of multiple 
activities and procedures which provide information to make judgements of and improvements 
to student learning and development (see Brown, 1997; Joughin, 2009; Ratcliff, 1996). 
Assessment, therefore, should be informed by and tied to an individual course’s aims, learning 
objectives and learning outcomes.  
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In the course outline of International Business unit, for example, the aim was stated as 
follows: 
The unit aims to introduce the students to the global economy so that they obtain an 
understanding of this subject matter and the major issues involved therein.  
Following this aim, three learning objectives were articulated. The first objective related to 
knowledge of international business such as terminology, theoretical structure as well as practical 
implications. The second objective dealt with differences of business environments, including 
culture, legal system and economy. The last learning objective specified the application of 
international business principles in practice. 
In the International Business unit, the lecturer tied the mid-term assessment to the 
second and the third learning objective by employing what he understood as authentic 
assessment to draw attention to ‘real issues’ that students may encounter when they are in 
work. Specifically, student groups were assigned a task of considering the viability of starting 
or expanding business internationally in a particular business sector of a selected country. The 
product to be assessed was an integrated international business plan that includes 
recommendations regarding the preferred type of international business strategies, country 
evaluation, entry modes and the organisation’s structure. This business plan must also be orally 
presented, explained and defended by the group. According to this academic, the assessment 
was authentic in the sense that it was trying to relate the issues in international business with 
real-world examples and data. Through this assessment, the lecturer also strove to provide 
students with the opportunity to learn the way business professionals think and act, which is 
important for their future practice. Since international and global perspectives are an inherent 
part of the unit, it should be easier to define and assess than cases where such perspectives are 
optional or vocational extra (Leask, 2011a). However, it was found that assessment criteria 
related to the development of international and intercultural perspectives were not made 
explicit although it is one of the three objectives of the unit.   
The majority of the academics interviewed considered mid-term assessment(s) as 
opportunities to give more emphasis to the practical, applied aspects of the unit. One individual 
commented that most units were theoretical and the curriculum had little space for students’ 
acting, i.e. students are required to undertake certain activities and develop particular skills. 
Therefore, she took the mid-term assessment opportunity to ‘get students to actually do some 
project, for instance, going out there to research the market for a particular product and writing 
a start-up business proposal’. Interestingly, the mid-term assessment, i.e. a summative one to 
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measure the outcome of student learning, was used partly as a learning activity, or formative 
assessment (Sadler, 1989), with the goals being to provide students with some understanding of 
typical business activities as well as feedback to feed forward students’ learning.  
While the cultural contexts of the tasks varied, depending on individual units, subject 
matters and lecturers, the interview data revealed that the tasks more often than not led students 
to seek, acquire and process knowledge about other cultures as well as their own culture.  
Students have to make inquiries about the issue under study and how other countries are 
saying and doing about it. When applying to Vietnam, how they [students] can justify it. 
(Vân, International Trade) 
Leask (2011a) stated that it is important to scaffold learning within the degree structure so that 
skills, knowledge and attitudes are developed progressively. However, in the above tasks, the 
focus seemed to lie more on the final products, e.g. the business proposal, rather than on the 
process of learning. Students’ hidden assumptions, or what they brought into the tasks such as 
their existing perceptions of what it means to write a comparative paper or a report from a 
cross-cultural perspective, did not seem to receive due attention. Large class size was reported 
to be the main hindrance that prevented faculty staff from providing timely and detailed 
feedback along the way so that students could make adjustments. This suggested that the well-
intended authentic assessments fell into the conventional way of doing that is evaluation of 
student success being based on the solution itself rather than on the processes leading to the 
solution. In other words, although the assessment tasks were designed to encourage students’ 
acting that may make possible their becoming, they failed to evaluate the process of acting, and 
particularly failed to assess whether that acting resulted in an actual acquisition of the intended 
knowledge and skills. This underscored the significance of explicit assessment criteria to focus 
student attention and define expected performance and, additionally, of scaffolding students’ 
development of knowledge and skills (Leask, 2011a).  
In a nutshell, authentic assessment tasks - in the sense that they relate to real-world 
issues and data - were popularly used by the academics in this study. An important objective of 
these tasks was to draw students’ attention to the practical side of the subject matter to prepare 
students for their future profession in business. Although task questions concerned 
international contexts, which was very much due to the international coverage of a number of 
units, the explicit expectations were limited to students demonstrating their critical thinking 
and analytical skills, rather than developing intercultural competence. In other words, 
intercultural learning, if any, was not intended but incidental.  
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5.4. IoC practice at the classroom level - The relatings dimension 
According to Kemmis and Grootenboer (2008), practitioners’ relating stems from their life 
experience of all their social connections. Therefore, the third component of IoC practice at the 
classroom level – relatings – involves the web of relationships between academics and others 
which is not limited to, but extends beyond the classroom environment. From the interview 
data, there are three predominant types of relationships: (1) between academics and 
management, (2) between academics and colleagues, and (3) between academics and students. 
Other social connections, such as connections with alumni or entrepreneurs, appeared less 
significant to academics’ relating and their pedagogical practices. Teaching staff’s personal 
network in the field of business, for example, was only reported to influence their decision on 
and/or their ability in inviting guest speakers and occasionally in arranging students’ fieldwork. 
An investigation of practitioners’ relatings draws attention to the ‘medium of power and 
solidarity which always attends practice’ (Kemmis et al., 2014, p. 30). Power, in its broad 
sense, is an individual’s potential to influence the behaviours of another person or a group of 
persons (McCroskey & Richmond, 1983).  
The interview data showed that legitimate power, expert power and reward power 
coined by French and Raven (1959) were significant social-political factors influencing the 
relationship between academics and management.  
Legitimate power refers to ‘assigned power’. In French and Raven’s (1959) words, 
legitimate power of O/P6 ‘stems from internalised values in P which dictate that O has a 
legitimate right to influence P and that P has an obligation to accept this influence’ (p. 153). 
Specifically, Đông-Phương’s management, e.g. Executives and Department Heads, are seen as 
legitimate in prescribing tasks and behaviours for academic staff, mostly through staff policies 
and regulations.  
A policy that should impact academics' relatings in IoC was the policy regarding the 
selection of teaching staff for EMI programs. Although Đông-Phương University regulated that 
EMI teaching staff must have solid knowledge and extensive teaching experience in their 
particular field and must obtain postgraduate degrees overseas, it is not mandatory that such 
postgraduate programs are EMI programs. Besides, during the recruitment process, potential 
EMI academics were not required to conduct teaching presentations in English. In other words, 
both the policy and the recruitment practice were not sufficient to guarantee that recruited 
                                                 
6 O/P refers to the person/party who exercises power and the person/party who receives the influence of that 
power respectively 
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academic staff were able to successfully teach particular courses from the imported curricula. 
In their study on EMI programs in Vietnam, Tran and Nguyen (2018) found that since post-
graduate degrees in an English-speaking country were believed to equate the capability to 
deliver lectures in English, there was no provision of training or PD for EMI academics. 
Teaching EMI courses was reported to be challenging for some academics (see 5.3); however, 
accepting as right the social structure of the institution as well as the management's legitimate 
power, academics accepted the obligation and tried their best to fulfil the assigned teaching 
tasks. Negative as it may seem, this type of power, in Foucault's view, does not necessarily 
generate ‘repressive, prohibitive or exclusionary’ influences (Gaventa, 2003, p. 2). In contrast, 
influences can be positive, productive and necessary (ibid.). For example:  
At that time, I was young, energetic and didn’t have family commitments. Probably that 
was one reason I was chosen. They [managers] just asked me if I could do it? I thought 
their trust was also a challenge for me, so I tried. (Vân, International Trade) 
For this academic, the manager’s legitimate power posed a positive influence on her relating. 
Positioning herself as ‘the chosen’, this academic felt encouraged and invested a great amount 
of effort in her new responsibilities.  
The academic-management relationship also reflected what French and Raven (1959) 
termed expert power. This type of power stems from the knowledge and competence which the 
management attributes to academics in specific disciplinary areas. In regulating that EMI 
academics must have obtained postgraduate degrees overseas, Đông-Phương’s executives 
perceived those academics to be sufficiently knowledgeable and competent to teach the 
imported curricula. With that perception, the managers allowed teaching staff to take charge in 
their teaching the imported curriculum and to be flexible in adjusting the teaching content, 
pedagogies and part of the formal assessments.  
There are eight core chapters that every lecturer has to teach to ensure a certain 
consistency from class to class. However, each lecturer has their own expertise and 
interest… Yến likes ethics, then she can include a section on ethics, as long as time 
allows. (Quý, Economics) 
Discussing changes such as curriculum internationalisation in a university environment, 
Trowler (1998) states that academics may be resistant to an imposed change if their autonomy 
in their teaching subjects seems to be jeopardised. The degree of academic freedom that Đông-
Phương’s management provided their teaching staff to include the content from the knowledge 
areas of their strength might increase their ‘psychological ownership’ (Dirks et al., 1996, in 
Crosling, Edwards, & Schroder, 2008, p. 110) of the units, thus positively influencing their 
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relating to the borrowed curriculum. This positive relating might help explain the academics’ 
acceptance of change and the amount of effort they invested in teaching the foreign curriculum.  
The incentive schemes for EMI academics also had the potential to affect their relating. 
In terms of benefits, payment for EMI classes were four times higher than that for VMI classes. 
Lecturers who teach EMI programs were exempted from administrative duties so that they 
could be able to focus on their teaching. Besides, EMI academics were provided with 
opportunities to take a work visit to foreign partner institutions, to obtain international 
professional certificates or even their Master’s degrees overseas under the funding from the 
university’s foreign projects. As a faculty's vice-head said: 
Firstly, not every staff is invited to do this [teaching APs and HQPs]. It is usually young 
lecturers who are willing to enrich their knowledge and to have new experience. 
Secondly, the pay rate is good. Their work is acknowledged by the university. 
On the one hand, this exercise of the management board’s reward power (French & Raven, 
1959) may induce an increased level of teacher efficacy. On the other hand, those privileges 
may create divisions between academics who teach EMI programs and those who only teach 
VMI programs (probably due to the different foreign languages they are capable of using). 
Material-economic arrangements to reward internationalisation activities, while important, can 
potentially be an ‘institutional blocker’ (Leask, 2015, p. 106) that influences VMI staff's 
relatings in an obstructive manner for future internationalisation activities.  
The third type of relationship - between academics and students - can be situated first and 
foremost within the classroom environment. The data showed that the adoption of EMI had a 
negative impact on classroom dynamics, i.e. teacher-student interaction or communication, 
since it created a psychological barrier between people of the same nationality and native 
language. As one academic revealed, 
I myself do not have difficulties because I am confident in my English. But I know quite 
a few lecturers who thought it was weird and unnatural to use English among Vietnamese 
people. (Trung, Marketing) 
Such barriers appeared to result in a language anxiety, which influenced academics’ expert 
power in a subtractive manner: 
Some APs students have very strong English competence…much stronger than their 
lecturers who did not receive early exposure to native English. Or there are foreign 
students in the class. This leads some lecturers to think that ‘if I can’t understand them 
well, it is better not to ask’. Therefore, their lectures are merely one-way communication; 
and there is hardly any small-talk between lecturers and students (Trung, Marketing) 
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According to this academic, today’s students enjoy more opportunities to learn English through 
abundant books and resources, cable television and the internet. APs and HQPs students in 
particular had to pass an institutional English exam, which included an interview in English. As 
a result, although these students might not be competent in academic English and have rich 
technical vocabulary, they are likely to be highly competent in oral communication. With such 
student positioning, academics tended to limit their non-lecture conversations with students, 
which might negatively affect the lecturer-student rapport and thus their relationship.  
5.5. Conclusion 
This chapter examined Đông-Phương academics’ IoC experiences, which manifested in the 
three dimensions, i.e. sayings, doings, and relatings (Kemmis et al., 2014) of their practice. The 
academics’ experience indicated a ‘lame fit’ of the imported curriculum due to the distinctive 
cultural-discursive, material-economic and social-political arrangements found within the 
institution (i.e. the site of practice) and in the wider context of Vietnam. Curriculum borrowing 
at Đông-Phương University was associated with more problematic issues than just the 
disharmony of North-South ideologies and practices (Mok, 2007). Problems arose from the 
grassroots curriculum delivery stage due to various inhibiting factors, most salient of which 
was the adoption of EMI. The literature on cross-border curriculum partnerships points to the 
need for academics in partner institutions to possess equivalent capacity to ensure successful 
delivery of the imported curriculum (McBurnie & Ziguras, 2007). In this home-host relation, 
academics at the host institution are often positioned as not being up to par (Coleman, 2003), 
lacking comparable content knowledge and pedagogical skills. However, the findings of the 
current study showed that the challenges for Đông-Phương academics did not lie in their 
comprehension of the curriculum content but mostly in the language medium to transfer the 
knowledge to students. These findings echoed the international literature on EMI use which 
found the language barriers hinder classroom practice and thus hampering teaching and 
learning quality and outcomes (e.g. Kim, 2014; Goodman, 2014; and Toh, 2014). 
The analysis thus far showed that academics' practice took up and engaged with the 
cultural-discursive, material-economic and social-political arrangements in the site of practice. 
From the perspective of practice architectures theory, the legacy of their practices was 
engraved in the institutional setting, becoming part of its architecture and subsequently 
encountered by students in their learning practices. In other words, teachers' practice in 
response to IoC created a particular space - a new site of practice - within which students' 
knowing-acting-being were nurtured and/or constrained. The next chapter will present the data 
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analysis and findings about Đông-Phương students’ experience within the space of curriculum 
internationalisation.  
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Chapter 6. Case Study 1 - Đông-Phương University: Students’ 
experience of internationalisation of the curriculum 
6.1. Introduction 
This section presents data analysis about how students at Đông-Phương University experienced 
IoC. The main data source was six student focus groups with 29 Vietnamese students, the 
majority of whom were studying in the APs, which were considered the significant 
characteristic of IoC in Vietnam HE and at Đông-Phương University particularly. Since one of 
the university’s commitments was ‘to spread the values’ of the APs to other programs that the 
university was offering for the purpose of quality enhancement, I also recruited students from 
HQPs and SPs for focus groups (Appendix A) in order to have a more comprehensive 
understanding of internationalisation’s impacts on Đông-Phương students’ learning experience.  
In this study, students’ experience of IoC is understood as a totality of students’ 
interactions with the internationalised curriculum, including academic experience, engagement, 
and campus experiences such as extra-curriculum activities and interactions with other 
students. In this section, students’ experience is reported in terms of what (students thought) 
they had/had not learned throughout their course of study at Đông-Phương University (from 
both the formal and informal curriculum) and how they engaged with IoC. These self-reported 
perceptions and engagements are complemented by students’ understanding of the 
requirements of professional practice as well as their expectations of the study programs. 
6.2. Perceived requirements of professional practice 
Rizvi (2014) observes that in the last twenty years social and economic efficiency has been 
considered a key goal of education, particularly in the Asia-Pacific. In Vietnam, a priority of 
education reforms has been a better link between training and social and market needs (Tran, 
Le, et al., 2014). This entails an assumption that HE curricula may reflect and respond to social 
demands and communicate to students what knowledge and skills are valued for social 
functioning and professional practice. These messages can be communicated directly through 
the formal curriculum and/or indirectly through the informal and hidden curriculum, 
subsequently influencing students’ understandings of their pursued profession. With this 
assumption, I looked at the curriculum documents of seven business-related courses to 
complement the discussion of students’ perceived requirements of professional practice.  
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The curricula of Đông-Phương University indicate four generic graduate attributes which 
are then specified into a range of learning outcomes at the course level. These overarching 
graduate qualities include:  
(1) strong political stances and integrity 
(2) solid theoretical knowledge of the economics and business fields 
(3) in-depth knowledge and practical skills in the specialist areas 
(4) foreign language proficiency 
While intercultural competence is an important student outcome of internationalisation 
(Deardorff, 2006), its absence (as a self-contained concept) in the curricula of Đông-Phương 
University might suggest that the contemporary aims were not directly concerned with 
educating students to be global professionals and citizens. That being said, this does not mean 
intercultural competence has no role or value in the domestic context. In contrast, its 
importance in both global and domestic contexts has been well recognised (Hammer, Bennett, 
& Wiseman, 2003). Of seven business-related curricula under study, the possibility of post-
graduation overseas employment barely received due emphasis. Similarly, intercultural skills 
for graduates to work in international environments were hardly stated explicitly. For example, 
besides the technical, i.e. professional, skills, the Bachelor of International Business claims to 
equip students with ‘soft’ qualities such as autonomy, teamwork, leadership, communication 
and foreign languages, as well as to develop students’ personal characteristics, work ethics and 
social responsibility. Among those learning outcomes, communicative skills, personal 
characteristics and social responsibility were paid more attention by this research since they 
might be more related to the intercultural competence and global outlook that are widely 
associated to global citizenship. However, the description of the three soft skills/qualities did 
not indicate that they serve the particular purpose of educating a labour force that is capable of 
working outside its home country. 
Communicative skills: reasoning and argumentative skills used in written communication, 
social media, oral presentations and interpersonal communication. 
Personal characteristics: resilience, perseverance, flexibility, self-confidence, diligence, 
enthusiasm, passion, creativity, etc. 
Social responsibility: responsibility towards the community, legal compliance, and 
commitment to good deeds. (Bachelor of International Business, Learning Outcomes) 
Although most of the curricula did mention the employment prospect in domestic-based 
multicultural working environments such as foreign invested enterprises, international banks, 
and international economic and trade organisations, the preparation for such employment 
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appeared to be merely associated with the areas of disciplinary knowledge and foreign 
language learning.  
Graduates will have solid professional knowledge in economic management, business 
and trade and strong foreign language competence to be able to work in international 
environments. (Bachelor of Economics, Learning Outcomes) 
In order for students to work in international environments, specialist knowledge and language 
competence appeared to be of foremost significance. Given the growing importance of 
intercultural competence within HE around the world (Deardorff, 2011), the lack of the concept 
in most of Đông-Phương University’s curricula implied that intercultural competence was 
either overlooked or considered a by-product in the acquisition of disciplinary knowledge and 
foreign languages.  
Likewise, despite being a remarkable characteristic of internationalisation efforts, the 
APs did not seem to be crafted in relation to the prominent interpretation of IoC, which 
highlights the development of intercultural competence in all students. 
The objective of the program is to educate high-quality human resources in the field of 
international business administration in order to meet the needs of Vietnamese 
corporations as well as international companies through the provision of skilled and 
knowledgeable professionals up to international standards, who are equipped with strong 
knowledge in international business management, business practices and business law as 
well as high proficiency in communications and negotiations, especially in English.  
The teaching/learning units of this AP were structured into two blocks: general education units 
(e.g. mathematics, history, Marxism-Leninism, critical thinking, etc.) and professional 
education ones (including core units of the study major and concentration units). Intercultural 
Studies was one of the 13 units in the general education block. Also, students were to study 
American History since the curriculum of the APs was imported from a US partner university. 
This structure of the APs curriculum demonstrated the add-on approach (see Bond, 2003; 
Guerin, 2009), in which IoC is implemented through the inclusion of a specific, stand-alone 
international unit such as international studies or intercultural communication into the existing 
curriculum, leaving the remaining body of the curriculum untouched. In the Introduction of 
English-medium-instruction education programs 2016-2017 brochure, which was one of the 
main communication channels between Đông-Phương University and students about the APs 
and HQPs, Intercultural Communication (or similar international units) was listed among the 
representative learning units of only one out of seven EMI programs. Since the aim of 
developing international, intercultural perspectives was nowhere to be found in the program’s 
introduction, the single add-on of the International Studies unit, as well as the poor 
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acknowledgement of such a unit being representative, might send an underlying message of 
what knowledge is more valued. The hidden curriculum imparted the greater significance of 
disciplinary knowledge and skills over international, intercultural ones. 
Focus group interviews with students supported this claim. The participants mentioned 
disciplinary knowledge first and foremost when sharing their perceptions about the 
requirements of their desired profession.   
I think first and foremost I will need good knowledge in my field of study. I heard that 
employers would have to further train new staff anyway, but good theoretical knowledge 
may help me catch up with the job faster and more easily. (Quyên, third year, SP, 
International Business) 
I want to work for multinational corporations. Macro-economic knowledge, accounting 
knowledge, etc. are not much help then. I will need understanding about marketing, about 
different market segments as well as some things about psychology to be able to work in 
sales and marketing departments of retailing companies. (Mai Anh, third year, AP, 
International Economics) 
Apart from disciplinary knowledge, students also recognised foreign language proficiency as 
an important criterion employers are increasingly focusing on.  
Foreign language is essential for economic students. For example, when I was 
interviewed for internship, the interviewer asked me if I could use Japanese because they 
are having strong cooperative relationships with Japan. And knowing Japanese must go 
with knowing Japanese culture because Japanese market is very strict and demanding. 
That means employers do not only require disciplinary knowledge. (Quyên, last year, SP, 
International Business) 
Nowadays, English is significant because of globalisation. So if I can excel in English, it 
will be an advantage. (Tuyết, third year, AP, International Economics) 
Quyên’s answer indicated that a good understanding of (an)other culture(s) is an advantage in 
job interviews and job practices. Her opinion was echoed by two other students who said: 
For those who will work in the import-export industry like me, it is almost certain that we 
will do business with international markets. Understanding of other cultures will be very 
useful for our job. For example, addressing an American client in emails is different from 
addressing a Japanese one due to cultural differences. (Mai, third year, SP, International 
Business) 
Knowledge about other cultures is crucial for obtaining markets, but I think many 
students may not really understand its role yet…We need to show employers that we 
have the understanding and we can do the job well. (Tùng Anh, last year, SP, 
International Business) 
By emphasising that students would likely overlook or underestimate the role of intercultural 
knowledge, Tùng Anh's answer pointed to a possible gap between what had been emphasised 
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by university courses and what was needed in the job market (at least in the professional area 
he was mentioning).  
In short, data from the student focus groups revealed three perceived requirements of 
professional practice in the fields of economics and business, i.e. specialist knowledge, foreign 
language competence and intercultural knowledge, with the first two considered more essential 
than the last one. This finding echoed Blackmore, Tran, and Rahimi’s (2018) study on 
employability in accounting in China and India which showed that technical skills, English 
language and ‘soft skills’ are considered highly important by employers but intercultural 
competence less so. These students understandings in their last year of the bachelor degree 
about graduate knowledge and skills they should  possess as a new professional might have 
been influenced, among other things, by their study programs. 
6.3. Students’ expectations of the internationalised programs 
Psychology research suggested that a human’s reaction is often affected by their expectations 
(Remedios & Lieberman, 2008). McKeachie (1979), for example, claims that the single most 
important variable influencing student satisfaction is student expectation. In the current 
analysis of students’ retrospective learning experience, there is a need to analyse their 
expectations of their study program at enrolment time. From the analysis of six focus group 
interviews, four broad themes emerged regarding students’ expectations: disciplinary 
knowledge acquisition, foreign language improvement, future employment prospects and an 
inspiring learning community.  
Students, particularly those with maturity, tend to expect a high standard of service 
delivery (Sherry, Bhat, Beaver, & Ling, 2004), especially when the university has a good 
reputation (as with Đông-Phương) and/or the programs are labelled as ‘high quality’ and 
‘advanced’. Students formulate their own expectations about their programs of study based on 
the programs’ descriptors. 
The HQP and AP students were recruited from among current students and so many 
seemed to develop their expectations in addition to the ‘general’ expectations about the 
university, based mostly on the Introduction of English-medium-instruction education 
programs session that they attended before finalising decisions about study programs. 
I was told that the APs were distinctive because it was imported from the US with a 
special inclusion of Đông-Phương University’s signature units. So I thought it was 
basically better than other programs. (Tuấn, third year, AP, International Economics) 
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To me, the APs are definitely better than the SPs. First, studying is in English, and the 
foreign textbooks... (Cường, third year, AP, International Economics) 
The student participants expected to gain ‘advanced’ knowledge through foreign textbooks, 
highly qualified lecturers and particularly through the ‘hybrid’ curriculum which incorporated 
content about Vietnamese contexts into the foreign-designed materials and expected to have 
the opportunity to practice and improve their English on a daily basis. 
The lecturers advertised that studying in the APs, we would be immersed in a one-
hundred-percent English environment. I felt very excited because I thought that my 
English would be greatly improved. (Cường, third year, AP, International Economics) 
About the program, because we have much exposure to English, our English competence 
would be improved and become an advantage. (Ngọc, last year, HQP, International 
Economics)  
In addition to gains in knowledge and English language competence, students also visualised 
good future prospects. 
Because my [Entrance Exam] results were quite high…you know the admission score to 
this program was the highest… I just felt that I had chosen the top one… Many people 
said that studying this program has more career opportunities. (Vân, third year, AP, 
International Economics) 
Such prospects were enhanced by the possibility of overseas exchange and obtaining a foreign 
degree or a double degree, which is appealing to students who for various reasons chose to 
pursue part of their study in Vietnam.  
And if I exchange to the partner university, I would obtain two degrees, which is great. 
(Hùng, third year, AP, International Economics) 
I have been longing for studying overseas but my parents are getting old now and my 
brother is small. This [overseas exchange] might be the best option for me. Moreover, it 
is much less costly, given that I can have two degrees. (Quỳnh, third year, AP, 
International Economics) 
Quỳnh considered the overseas exchange as a stepping stone towards good employment as it 
would give her lived international experience and broaden her outlook. For other students, the 
AP learning environment itself could contribute to their future success. The students 
emphasised their expectation to have ‘peers who share the similar educational and occupational 
directions’. This predominant expectation might be developed on the grounds that APs with 
demanding entrance requirements and high tuition fee (almost three times as much as the SPs’) 
were apparently more accessible for a particular demographic - academically competent and 
financially capable – than for the mass population of students. As a participant remarked, most 
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of her classmates came from economically affluent families and were oriented by their parents 
to either study aboard or work for big corporations. Although the influence of other variables 
such as intelligence and gender cannot be neglected, studies have shown a positive correlation 
between young people’s educational and occupational aspirations and the social status of their 
families (see Sewell, Haller, & Straus, 1957). In the same vein, Schneider and Stevenson 
(1999, in Khattab, 2015) observe that family social capital is an important resource in raising 
educational aspirations. It was hence reasonable for the AP student participants to expect their 
fellow students to share common directions in study and future work, based on the implication 
of the demanding entrance requirements and high tuition fee. The homogeneity of educational 
and occupational directions was also perceived to be salient for an inspiring learning 
environment. As a student remarked, 
The most distinct feature is the people…Many high-achievers gathering in such a small 
space creates a lot of great interactions. (Hưng, third year, AP, Business Administration) 
In a nutshell, the student participants, particularly those from EMI programs, had high 
expectations about the quality of their programs. These expectations provided the basis for 
their optimism about future employability. Interestingly, students from the internationalised 
program, i.e. APs, did not expect or attach a great importance to the presence of international 
students in the classroom but highly valued peers’ homogeneous educational and occupational 
aspirations. 
6.4. Students’ learning experience in the curriculum internationalisation context 
In this section, students’ reflections on their learning are presented in relation to their perceived 
requirements of professional practice and their expectations at the beginning of the course of 
study. From the data analysis, four broad themes emerged: learning for professional practice, 
improving English competency, learning for global awareness and intercultural competency, 
and students’ engagement. 
Student learning for professional practice 
Although a common view amongst student interviewees was that they had gained ‘essential 
concepts’ and ‘theoretical understandings for [their] future profession’, VMI and EMI students 
attributed such learning gains to the formal instruction differently. Students who undertook 
their course in Vietnamese language expressed higher satisfaction about the amount and quality 
of disciplinary knowledge they had learned in formal lectures. 
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I am impressed. The knowledge I learned at my university was highly usable in my 
internship. (Phương, final year, SP, International Economics) 
I could use the specialised knowledge quite well during my internship. I even took some 
extra courses [outside university]; what they taught me [in those courses] was limited, 
much less than what my [university] lecturers taught me. (Mai, final year, SP, Finance 
and Banking) 
The specialised knowledge is very applicable. During my one-month internship in a 
logistic company, I could understand everything they said regarding the job. (Phương, 
final year, SP, International Economics) 
These students also commented positively on lecturers’ pedagogy, particularly the 
incorporation of knowledge content from English textbooks and materials.  
The lecturers are very good. Most of them studied overseas. They always shared their 
own experience to enrich the lessons. (Mai, final year, SP, Finance and Banking) 
They taught carefully… and often referred to English materials, especially in 
international units such as international marketing or international business. They also 
introduced to us supplementary materials translated from English so that we can learn 
better. The majority of textbooks that we have been using are written or compiled by our 
lecturers themselves with reference to foreign books. (Phương, final year, SP, Business 
Administration) 
The students remarked that the good quality of teaching to a great extent resulted from the 
lecturers’ gains in their overseas degree, in their ability to access materials in foreign languages 
and their ‘willingness to share their knowledge’ with students. Such remarks echoed what 
researchers have found about the impact of overseas study on career advancement and personal 
accomplishment. Teachers who studied abroad tend to return with a greater understanding of 
their host countries’ intellectual standards, read more in foreign languages, have a greater 
desire to share their knowledge, and thus have greater academic respect and admiration from 
students (see Cushner, 2007). Interestingly, in preparation for a particular unit’s exam, a 
student participant observed from his review of Powerpoint slides and past lecture notes that 
the lecturer had added a number of examples and cases from the AP into this SP unit. Although 
it is not sufficient to make a strong conclusion that good values of the AP’s imported 
curriculum were spread to the SPs, as Đông-Phương University’s executives aspired (see 
4.3.2), this was a welcomed sign of academics’ capacity enhancement through the accrual of 
teaching experience in EMI programs.  
Contrary to the VMI students’ testimonies to the quality of teaching and learning for 
professional practice, EMI students expressed concerns about the breadth and depth of the 
learning content. ‘Simplified’, ‘superficial’, ‘ambiguous’ were some of the participants’ 
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evaluations of what they had been taught. Although the foreign textbooks used in EMI 
programs were described as ‘very good’, ‘clear’, ‘focused’ and ‘interesting’ by interviewed 
students, the use of EMI appeared to be a restrictor of in-class content dissemination. 
The lecturers may be knowledgeable, but their English is a problem that prevents them 
from conveying the knowledge content. (Hưng, third year, AP, Business Administration) 
Sometimes, they [EMI students, friends of the informant] had to read our Vietnamese 
textbooks in order to understand better and remember knowledge more easily. (Tùng 
Anh, final year, SP, International Business) 
The use of English caused difficulties for both parties. On the one hand, it was noticeable for 
students that lecturers stumbled in the encoding process (i.e. constructing lectures in English) 
although ‘they are very knowledgeable and can deliver highly engaging lectures in 
Vietnamese’ (Ngọc, final year, HQP, International Economics). On the other hand, the students 
reported that comprehension was sometimes hard, uncertain and inaccurate.  
When the lecturers taught in English, we thought we understood the concept correctly, 
but when they gave examples or re-taught in Vietnamese, we were like ‘oh, a completely 
different thing’. We never thought it should be understood that way. (Hùng, third year, 
AP, International Economics) 
At least in Vietnamese, I can better sense the concept through the meaning of the word. 
(Nam, third year, AP, Business Administration) 
Such deviation in the decoding process (i.e. concept unpacking) might become an issue once 
students land too far from the accurate comprehension of a concept and, hence, it interferes 
with the understanding of the other subsequent concepts. This comprehension uncertainty 
might be the psychological barrier preventing some interviewed EMI students from positioning 
themselves as equally competent as VMI students in terms of disciplinary knowledge, although 
they took pride in being the best and brightest students of the cohort in the university’s 
entrance assessments. For Nam, learning in English to some extent is a disadvantage: 
Many subjects I can only understand in English. I am not quite sure how to discuss them 
in Vietnamese. It is a disadvantage because later on I may mainly work with Vietnamese 
people in Vietnam.  
In addition, a number of students interviewed confided that they did not see the connection 
between some subjects and the future career that they would like to pursue.  
I agree that the curriculum sounds very interesting. I think the program was structured 
similarly to the Liberal Arts programs in American universities which include such units 
as literature, psychology, sociology, etc. They sound very appealing but are not very 
suitable with Vietnamese students… probably not all [Vietnamese] students… but 
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probably we are not used to it [learning those subjects]. I don’t see how they are related 
to my future job. (Tuấn, third year, AP, International Economics) 
The literature on learning motivation suggests that establishing relevance can be an effective 
way to motivate students to learn. The ARCS (Attention, Relevance, Confidence, and 
Satisfaction) model by Keller (1987), for example, insists that learning content must be 
consistent with students’ goals (see Kember, Ho, & Hong, 2008). It is explainable that some 
student participants found it demotivating, or in their own words ‘psychologically unsuitable’, 
to study non-business units. As Tuấn further explained, 
Accounting unit, for example, I know I will surely need accounting knowledge to 
manage a business, so I would concentrate in study. But Sociology, I guess it might be a 
foundation unit that lays the basis for other units. However, I do not see its benefits right 
away, so I do not want to invest my time. (Tuấn, third year, AP, International Economics) 
This is by no means to say that particular units should be excluded from the curriculum just 
because students do not see the rationale for studying them. It is possible that different students 
may have different personal priorities among the learning opportunities offered to them. It is 
also possible that what students perceive as unnecessary for their future job may turn out 
essential and vice versa. However, given the importance of establishing relevance in increasing 
learning motivation, more explicit communication regarding the rationale and purpose of every 
unit would be helpful to assist students in setting informed learning priorities.  
The textbooks used in EMI programs, as mentioned earlier, were positively commented 
upon by students. At Đông-Phương University, academics were encouraged to use foreign 
textbooks with the priority given to those published in Western countries such as the US, the 
UK and Australia.  One good aspect of the books was that they ‘have many cases studies that 
make the books interesting and easy to understand’ (Nam, third year, AP, Business 
Administration). However, students also voiced a potential problem with the Western-derived 
textbooks. 
The examples are American cases. They are not suitable to apply to the Vietnamese 
economy…Take macroeconomics as an example. The reality in Vietnam is very 
different, so we learn the [macroeconomic] theories just to know that there are such 
theories. Many are probably not applicable. (Mai Anh, third year, AP, International 
Economics) 
Our textbooks have a lot of American and European case studies. They are very 
interesting to read but do not give us insights about Vietnamese economy. (Linh, last 
year, HQP, Business Administration) 
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According to Crosling et al. (2008), international matters have a low profile in 
economics/business textbooks (most of which are from the US). More specifically, 
international topics are typically introduced in one chapter or so, rather than being integrated 
throughout the books. Although the academics strove to blend in Vietnam-specific examples, it 
was insufficient since the curriculum of EMI programs were supposed to mimic those of the 
foreign partner institutions to a great extent for the purpose of obtaining comparable quality 
and learning experience for students. Also, the lack of curriculum space for content addition 
and low resources made infusing local issues difficult and sometimes impractical (see 5.3.1). 
Consequently, the interviewed students felt a certain degree of disconnection between the 
international literature and debates that they studied and the local actualities of Vietnamese 
economy. Some of them even saw themselves disadvantaged in terms of disciplinary learning 
compared to their VMI fellow students.  
That being said, the participants acknowledged that the abundance of cases in the 
textbooks provided them with opportunities to have group discussions through which valuable 
skills were practiced and learned. As mentioned by a student, group discussions were a ’bright 
spot’ of the EMI courses, which might be attributed to the smaller class size compared to that 
of SPs. Vygotsky (1978) asserts that verbal interaction is a profound way by which people 
make sense of the world and learn. The interactive discussions might to some extent 
compensate for the ‘simplified’ lecturing, giving students the opportunities to delve into the 
disciplinary knowledge at more breadth and depth. 
Improving English competency 
Although the EMI programs were advertised as entirely using English as the medium of 
instruction, this 100% English policy appeared to overlook the implementation difficulties 
(Botha, 2013; Costa & Coleman, 2012). The students highlighted three issues that led to the 
EMI programs’ failure in meeting their language expectations: students’ actual use of English 
in class, lecturers’ English competence, and interaction with exchange students. 
First, an EMI policy hardly found elsewhere, apart from the EMI programs briefings, was 
too meagre to create an English-only culture among students.  
There was a drawback. It was called the Advanced Program, but in class it was mainly 
the teacher who spoke English. Students all talked to each other in Vietnamese. (Thùy 
Anh, third year, AP, International Economics). 
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Although the use of Vietnamese was seen as a drawback that was not impossible to fix (Cường, 
third year, AP, International Economics), the students were not able to shake off their 
‘language identity’ (Dörnyei & Ushioda, 2009, p. 144) outside their EMI classroom. The 
reasons include the weird feeling of communicating in a foreign language with fellow students 
of the same native language and sometimes the lack of vocabulary and fluency to discuss 
academic matters. Therefore, wherever possible, students tended to switch back to their default 
language, i.e. Vietnamese. According to the participants, the English-only policy overestimated 
their level of English proficiency. Students took pride in their interest in learning English as 
well as their English test scores; however, achieving high scores in English standardised exams 
like IELTS or TOEFL does not necessarily mean that students can always handle disciplinary-
knowledge-dense circumstances.   
Second, students’ experience with lecturers’ spoken English was generally not positive. 
While emphasising that the lecturers were excellent when lecturing in Vietnamese, most of the 
participants concerned about many lecturers’ ability to teach in English. The common areas of 
weaknesses included pronunciation, grammar and expression, which greatly influenced 
students’ focus and learning motivation in a negative way.  
That lecturer just couldn’t convey the course content in English. He made a lot of 
pronunciation mistakes, which made us lose interest badly. (Hưng, third year, AP, 
Business Administration) 
English is indeed a serious problem. There were times the lecturer’s English was so 
broken that I could not concentrate anymore. (Tâm, third year, AP, International 
Economics) 
One resolution adopted by some Vietnamese lecturers was to ignore the English-only policy to 
re-teach important or confusing points in Vietnamese; however, this approach received divided 
opinions from the students. On the one hand, they acknowledged that it could help them with 
absorbing disciplinary content; on the other hand, they considered it as ‘a loss of EMI 
programs’ spirit’ (Hưng, third year, AP, Business Administration).   
Third, in the participants’ view, the interaction between Vietnamese and international 
students (whose number was limited) ‘made no difference’ in terms of language learning.  
They [exchange students] usually sat at the back and were very quiet. Once in a while, 
they answered the teacher’s questions; then we remember their presence… I was once in 
the same group with two Russian students. But they did not contribute much. So 
communication was very limited. (Vân, third year, AP, International Economics) 
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It was like ‘river water does not violate well water’. It does not make a difference with or 
without foreign students. (Hạnh, third year, AP, International Economics) 
As illustrated by these interview extracts, the modest presence of international students in the 
classroom hardly had any role in creating a beneficial environment for English learning. Given 
the predominant trend of student mobility from South to North (Altbach & Knight, 2007) and 
the ‘push-pull’ factors influencing students’ choice of host countries (see Mazzarol & Soutar, 
2002), it is probably a long way till the university can attract enough international students to 
create a learning environment that truly nurtures English practice and learning.  
In short, the EMI courses at Đông-Phương University fell short of students’ 
expectations in terms of improving English competency. At the time of the interviews, the 
student participants were not too optimistic about their English competency upon graduation. 
Language gains, if there were any, were not attributed to studying in the EMI courses but to 
self-study, part-time jobs, or extra English classes. The failure of this distinctive feature of the 
EMI courses brought about disappointment, leading some students to seeing their course as a 
waste of money or ‘better in theory than in practice’ (Hưng, third year, AP, Business 
Administration). Apparently, Đông-Phương executives' underestimation of EMI challenges led 
to the situation in which a well-intended policy resulted in less than desirable outcomes. IoC at 
Đông-Phương University has some favourable conditions for success; for example, EMI 
programs being able to attract the highly competent students and EMI students having high 
regard for English language and a will to learn. However, what Đông-Phương urgently needs is 
re-positioning academics' and students' English proficiency to provide tailor-made PD for staff 
and learning support for students. The lack of necessary material-economic arrangements in the 
form of teaching and learning supports was a significant barrier for academics' doings and 
students' knowing. 
Learning for global awareness and intercultural competency 
As mentioned earlier, the main purpose of IoC in Vietnam is not to ‘create graduates who are 
capable of engaging in a culture of communication and work that is becoming increasingly 
global’ (Haigh, 2002, p. 52) through the ‘incorporation of international and intercultural 
dimensions’ (Leask, 2009, p. 209) into the curriculum. However, the interview data showed 
that a certain level of global awareness and intercultural competency was absorbed, 
intentionally or not, through the two international dimensions of the APs, i.e. the presence of 
international students and the incorporation of international content into lectures and 
assessments. 
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Existing evidence suggests that the presence of international students on campus alone 
does not guarantee transformative cross-cultural learning (Leask, 2010, 2015). However, it is 
not unrealistic to say that their presence can be a catalyst that sets students on the path of being 
aware of differences and of learning from others.  
There is an Angolan student in my class. Befriending her, I can learn a lot about her 
country. Her sharing about religious and cultural features of her country broadened my 
mind. I think it is precious. (Hưng, third year, AP, Business Administration) 
I had one opportunity to be in a group discussion with two German friends when the 
teacher gave us a case to discuss. I was very interested in what they told us about 
European economies. Some points I hadn’t known before… They also asked us about 
Vietnamese food and where to buy things. I could help them a little bit to get used to 
living here. (Thùy Anh, third year, AP, International Economics) 
As illustrated in these quotes, when interaction and communication did occur, students could 
benefit from the cultural exchange, be it a broadened awareness about different parts of the 
world or deeper understandings of the disciplinary matters under discussion. However, the data 
also showed that interactions did not always happen naturally but rather required different 
arrangements. 
I didn’t talk with them [international students] unless they were allocated into my group. 
In most of the cases, we preferred to be together [with other Vietnamese students]. (Mai 
Anh, third year, AP, International Economics) 
This is consistent with the reported international research that ‘intercultural interaction, in and 
outside the classroom, is not developing naturally, and is at best limited among students from 
culturally diverse backgrounds’ (De Vita, Carroll, & Ryan, 2005, p. 75). As recognised by 
some participants, the presence of international students in the classroom provided potential 
benefits but it did not receive due attention by the university. Consequently, only a very small 
number of students could benefit from the cross-cultural interactions which themselves were 
more incidental than intended.   
It was me who approached them because I am the class monitor. Sometimes, I took them 
around the city. I also asked some classmates to join (Tuấn, third year, AP, International 
Economics) 
I think their [international students’] presence is very good. The problem is the university 
and the Faculty did not take good care of them. There was too little support, so 
undoubtedly they had to form their own community to help each other. If only the 
university paid more attention to connecting international students and Vietnamese 
students, both sides can benefit more. A part of my knowledge about other cultures came 
from the contact with international students from the first year until now. (Hùng, third 
year, AP, International Economics)  
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Having international friends brings opportunities. Students like Tuấn and Hùng could 
take advantage of these opportunities while the majority of us did not. The good side of it 
[having international students], some people benefit while other don’t. (Trâm, third year, 
AP, International Economics) 
A more sustained international dimension of the EMI curriculum was probably the ‘world 
context’ that was often used for class discussions. 
In most specialised units, my lecturers gave a lot of international examples. In the E-
commerce unit, for example, we discussed about Amazon7… Or in Intellectual Property, 
we discussed about Canadian cases. Sometimes, we compared to Vietnam as well. 
Generally, they use many international cases. (Đạt, third year, AP, International 
Economics) 
It is worth noting that the world context more often than not refers to Western countries such as 
the US, the UK, Canada, Australia, etc, most probably the result of the use of Western texts. 
Also, the Vietnamese lecturers through overseas study were more familiar with the Western 
theoretical and empirical work. The students were therefore quite frequently exposed to non-
Vietnamese content. Even though the coverage was not ideally multinational, such exposure 
still represented opportunities for global learning which created an awareness in students to 
consider subject matters from a broader perspective, as indicated in student assignments.   
Very often the tasks were about Vietnam, but we almost always included examples of 
other countries and compared to Vietnam. We students all want to have high marks. 
(Thịnh, third year, HQP, Business Administration) 
We referred to other countries to make our assignments more interesting to read. It was 
just optional… completely depended on ourselves. (Quang, final year, SP, Business 
Administration) 
As Quang mentioned, although lecturers did not require the inclusion of international 
examples, students voluntarily did so, believing this provided depth and hence led to higher 
grades. Besides this instrumental motivation, some participants enjoyed researching 
international cases because it gave them ‘a multidimensional view’ (Đạt, last year, SP, 
International Business). This multidimensional view, whether incidental or intended, was a 
desirable outcome of internationalisation. Thùy Anh, an AP student, believed that she and her 
fellow students ‘possess an open mind to the world’ since they ‘learn in English and need to 
look beyond the Vietnamese boundaries in all their learning units’. The AP curriculum was 
acknowledged to ‘grow the seeds of open mindedness and global outlook’ (Thùy Anh, third 
year, AP, International Economics). On discussing the internationalisation of business 
                                                 
7 an American e-commerce company 
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education, Edwards et al. (2003) put forward a three-level typology, including international 
awareness, international competence, and international expertise. Open-mindedness and global 
outlook were appropriately associated with international awareness which, while not 
necessarily leading to international competence and expertise, is critical for scaffolding 
subsequent transformation into skills and capability. 
Student engagement 
The concept of student engagement is rooted in constructivism, which sees learning ultimately 
as a result of an individual’s involvement in a range of educational activities (Coates, 2005). In 
Mark’s (2000) conceptualisation, engagement involves both affective and behavioural aspects 
which may include students’ attention, interest, investment and effort in the work of learning.  
The focus group data showed that the issues related to the EMI policy constrained 
students’ in-class attention, interest, and engagement considerably. Although the participants 
commented positively on some learning activities such as class debates or group discussions, 
they also reported confusion and boredom in some units, which resulted in unwilling 
attendance and disappointing in-class experience. Students’ complaints regarding the 
unsatisfactory quality of the units were often articulated in relation to the high tuition fee of the 
EMI programs. Paying substantially high tuition fees, EMI students believed that they were 
entitled to receive quality education, or ‘their money’s worth’, in return. While it is desirable to 
provide students with quality education in all cases, students’ consumerist attitude towards the 
study programs could risk their commitment to intellectual engagement (see Williams, 2012). 
When students believe that they are not receiving HE as a quality product, they may fail to 
devote themselves to their learning and becoming. This was, however, not entirely the case for 
the Đông-Phương’s students. Although disappointment about the quality of some units 
certainly impacted upon their in-class engagement, it did not eradicate students’ commitment 
and effort in study. The high tuition fee was sometimes seen as a material driver for students to 
attend class and to avoid failing exams. 
We studied because we did not want to waste money. Some units were really boring but 
we still attended the class as we had already paid the fee. (Hùng, third year, AP, 
International Economics) 
To cope with comprehension difficulties in some units, the most common strategy employed 
by students was self-study using Vietnamese textbooks or references. While the interviewed SP 
students, who studied entirely in Vietnamese, admitted that they seldom read the English 
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supplementary materials the lecturers recommended, the EMI students appeared to be placed in 
a position that urged them to exert effort to take charge of their own learning. 
There was not too much in class, but at home we had to self-study a lot. As for 
terminologies, we tried to find the equivalent terms in Vietnamese, then read the 
Vietnamese textbooks to have clear understandings. It looked like double the work...you 
know…studying in two languages at the same time. (Huy, third year, HQP, International 
Economics) 
Besides efforts to fill the knowledge gaps caused by comprehension difficulties, the students 
also exercised their agency in delving into important subjects or subjects of interest. Some 
students took courses outside the university to seek more in-depth understanding about 
particular subjects, for example, human resource management and graphic design. Others 
utilised the media and technology as effective tools for self-learning. 
I used to search on Google the Do’s and Don’ts of different countries. Besides reading, I 
also learned a lot from the Youtube community. I think we can have the seeing-with-our-
own-eyes kind of learning there. (Tuyết, third year, AP, International Economics) 
Believing in the significance of real-life experience, some students chose to ‘reach out’ and to 
strive beyond what was offered by the university by taking various part-time roles at local 
businesses and corporations. By doing professional part-time jobs, students took on roles that 
are related to their aspired professional self to seek answers to ‘uncertain practical questions’ 
(Reid, 1987, in Kemmis et al., 2014) and ways to translate the foreign theories into local 
practice. This was seen as a way to make up for the less-focused practical aspect of the 
curriculum and would also make them more employable (Blackmore et al 2018). 
 Barnett (2009) states that the process of coming to know has ‘person-forming 
properties’ (p. 435). The students’ knowing endeavours therefore brought forth ‘epistemic 
becoming’ (ibid.). While Đông-Phương students were proactive in taking control of their 
knowledge and skills, their aforementioned strategies seemed to prepare them to be ‘economic 
beings’ (Rizvi & Lingard, 2010) rather than developing ‘various beings within international, 
intercultural and global contexts’ (Leask, 2015, p. 55). This outcome was prefigured by the 
predominant focus on disciplinary knowledge and skills of the formal curriculum (see Chapter 
5), which might send a hidden message about what graduate capabilities were desirable. This 
argues for the equally important roles of the formal, informal and hidden curriculum in giving 
students a good understanding of the new mix of knowledge and skills required for the world 
that is in constant flux (Barnett and Coate, 2005) and a clear direction of who they are 
becoming.  
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During the process of epistemic becoming, the students were found to be self- and peer- 
reliant, most evident in the space of the informal curriculum through extra-curricular activities 
and student clubs. Their engagement in their own learning and personal development was 
nurtured by the ‘excellent learning communities’ within the institution, particularly the 
community of EMI programs. 
This is such an active environment, with a lot of student clubs. New students can absorb 
that activeness right away (Vân, third year, AP, International Economics) 
I learned social skills mostly from joining the university’s clubs. (Hùng, third year, AP, 
International Economics) 
Something beyond my expectation was…I never thought my fellows in the [advanced] 
program were that good. Being surrounded by excellent people is a great motivation for 
me to never stop trying. (Hạnh, third year, AP, International Economics). 
Discussing the relation between social climates and students’ experience, Strange (2003) points 
to human aggregate, i.e. dominant characteristics of members in an environment. He argues 
that it is the degree of human-environment harmony that explains students’ campus experience 
and success. In this aspect, the challenging admission requirements of the EMI programs 
appeared to contribute to the creation of harmonious communities by bringing together the 
most competent students with similar aspirations. The student clubs at Đông-Phương 
University attracted a large number of students, becoming an effective interactive space that 
nurtured social interaction, long lasting friendships and mutual learning. Through various 
extra-curricular activities, students across different cohorts and programs were connected, 
creating a ‘distinctive institutional culture that supports whole student development’. This 
implies that student clubs, if well employed, could provide a platform to engage students in 
transformative learning. 
While positioning fellow students as excellent peers, the EMI students also took pride 
in their own capability, being the ‘best and brightest’ of the whole cohort. Barnett and Coate 
(2005) argue that a student’s positive regard for herself is significant for learning to proceed. 
While other factors may come into play, a positive self-image arguably contributes to 
maintaining students’ will to learn and to motivating student engagement with their own 
becoming.  
6.5. Conclusion 
This chapter reported students’ experience of IoC at Đông-Phương University. The findings 
showed that the internationalised curriculum imported from the West fell short of students’ 
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expectations and gave rise to various problematic issues in terms of both knowledge content 
and pedagogy. While the drawbacks of the imported curriculum and the EMI-related issues 
were obstacles for students’ knowing, they were the ‘conditions’ for students to enact their 
needs-response agency and agency for becoming (Hopwood, 2010; Tran & Vu, 2017) to 
engage with the ‘imperfect curriculum’ and, more importantly, to fulfil their future aspirations. 
According to Tran and Vu (2017), needs-response agency underscores students’ determination 
and action to respond to and mediate the structural and social context to realise specific needs. 
In this study, the structural and social contexts which Đông-Phương students inhabit were 
characterised by the limitations of curriculum borrowing, including the possible variations in 
understanding of disciplinary concepts, the unsuitability of some subjects, and the 
inapplicability of contextual knowledge in the imported textbooks due to the contextual 
differences between the ‘Western’ and the Vietnamese contexts. Additionally, opportunities for 
students’ being in the profession were very limited since fieldwork and authentic learning 
activities that allow students to familiarise with the real-world professional setting and socialise 
with professionals in the field were only peripheral to the core curriculum (see 5.3.2). Although 
the academics attempted to incorporate what they believed to be ‘authentic’ assessments to 
urge students to relate the studied theories to real-world examples and data, these ‘authentic’ 
tasks, as discussed in 5.3.3, did not require lived experience of being in the profession. 
Learning for becoming thus remained hypothetical and speculative rather than experiential.  
Although the degree and ways of engagement undoubtedly varied from individual to 
individual, the EMI students appeared to engage actively with the informal curriculum. They 
were not passively conditioned by the curriculum’s drawbacks and language issues with 
limited support from the institution but engaged in praxis, action which embodies a person’s 
‘wise and prudent practical judgement about how to act in this situation’ (Carr & Kemmis, 
2004, p. 190, emphasis original), to enrich their learning. With their distinctive demographics, 
e.g. high academic achievement prior to university, they established good learning 
communities within which a great deal of mutual learning and personal development took 
place. 
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Chapter 7. Case study 2 - Birrarung University: The national and 
institutional contexts of internationalisation of the curriculum 
7.1. Introduction  
This first of the three chapters in the second case study provides an overview of Australian HE 
internationalisation and an introduction to Birrarung University in order to contextualise the 
data analysis and discussion of findings. The main sources of information are Australian HE 
literature, particularly international education, and the analysis of collected documents about 
Birrarung University, including its strategic plans, institutional reports, websites, and 
curriculum framework. 
7.2. Overview of Australian HE internationalisation 
In Australia, international education is the biggest service export contributing over AU$34 
billion to the national economy between September 2017 and September 2018 (ABS, 2018), 
positioning the country as the third largest exporter of HE services internationally (Australian 
Government, 2018a). While the history of internationalisation in Australia dates back to the 
early twentieth century (Meadows, 2011), the country’s development as a HE exporter was 
prompted by significant policy changes since the mid-1980s.  
The earlier stage of Australian international education was characterised by the 
education-as-aid scheme. Through the establishment of the Colombo Plan for Cooperative 
Development in South and Southeast Asia, the Australian government provided sponsorship to 
international students to study in Australia and subsidies to non-sponsored international 
students so that they were on the same tuition fee conditions as Australian students. In the mid-
1980s, the international education policy shifted from aid to trade against the backdrop of 
Australian economic challenges at the time. This critical policy move was driven by the 
recognition of the commercial potential of educational services (Harman, 2005). It was also 
driven by concerns about the effectiveness of the sponsored overseas student program with 
regard to its ‘developmental’ aim and the tendency of exploitative practices using the program 
as a means for back-door immigration (Smart, Volet, & Ang, 2000).  
Associated with the opening to trade were the decrease in government funding for HE 
and the recruitment of international students on a commercial basis. This policy change 
coincided with the emergence of some Asian economies and the Asian middle class, resulting 
in a dramatic increase in the number of self-funded international students in Australia (Gribble 
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& Blackmore, 2012). From 39,685 international students enrolled in Australian HE sector in 
1995 (Banks & Olsen, 2011); the number soared to 869,185 students in 2018 (Australia 
Government, 2018). Full-fee paying international students have contributed significantly to 
individual universities’ income, the expansion of HE sector, and the cultural diversity on 
Australian university campuses, enriching the experience of local students.  
At the same time, criticism of Australia’s commercialisation of HE was that aggressive 
student recruitment was merely financially motivated without sufficient recognition of student 
needs. Thus, in the early 1990s, Australia started to reorient its HE towards the goals and 
benefits of internationalisation as Australian policy evolved into its more balanced ‘third 
phase’ of internationalisation (De Wit & Adams, 2010) after aid and trade. While one focus of 
internationalisation has been, and still is, the recruitment of onshore and offshore international 
students, Australian HE institutions have developed a more global and student-focused outlook. 
Efforts have been made to internationalise the experience of domestic students, staff and the 
curriculum and to accommodate international students’ diverse needs, cultural characteristics 
and transnational experiences (Blackmore et al., 2014).  
The internationalisation of student experience as part of curriculum internationalisation 
aims to address the heightened need of Australian workforce capacity-building for the 
globalised world. One initiative has been the production of global citizens and workers through 
the systematic development of internationalisation-related graduate attributes including a broad 
range of transferable qualities that enable graduates to be competent in the global market. The 
graduate attributes drive the embedding of international and intercultural knowledge, skills and 
attitudes into the curriculum (Leask, 2011b). These include communicating and working 
effectively in multicultural environments, understanding and being able to apply international 
standards within one’s professional area, and being able to think globally and consider issues 
from various perspectives. The graduate attributes also serve as a compass to guide the 
planning of teaching, learning and assessment. Beside efforts to internationalise the formal 
curriculum, there has been a complementary focus on the informal curriculum, for example, 
social peer mentoring schemes that encourage and reward cross-cultural interaction among 
students (Leask, 2010). 
At the same time, there was a growing pressure for the Australian HE sector to 
demonstrate its ability to respond to skill shortages and the demand for locally trained 
graduates who meet the requirements of a professional workforce (OECD, 2004). The 
incorporation of work-integrated learning (WIL) into the curriculum is seen by universities as 
 119 
 
both a valid pedagogy and a response to employers’ demand for work-ready graduates and to 
students’ demand for employability (Gribble, Blackmore, & Rahimi, 2015; Patrick et al., 
2008). 
IoHE in Australia is also related to the growing demand for outbound student and staff 
mobility, international cooperation and transnational institutional partnerships to foster both 
research and student exchange due to the transnational workforce mobility. Besides 
‘traditional’ destinations like the US and Europe, Asia has been receiving heightened attention 
as Asia-relevant capabilities were seen critical for Australia’s national capacity-building 
(Byrne, 2016; Daly, 2007). The Australian 2008 institutional survey of student outbound 
mobility found 97% of institutions implemented international strategies to promote outbound 
opportunities for students. In 80% of institutions, formal supporting policies were initiated at 
the Pro-Vice Chancellor or Deputy-Vice Chancellor levels (Pasfield, Taylor, & Harris, 2009). 
The New Colombo Plan is an example of a large-scale initiative funded by the Australian 
government and joined by all Australian universities to encourage outbound mobility of 
students and staff to the Indo-Pacific region (Australian Government, 2018b). The increasing 
number of Australian citizens working overseas also has important implications for the 
curriculum, highlighting the need to focus on developing graduate attributes transferable to the 
global market. Increased integration of exchange and study abroad experiences into the study 
programs has been a key feature of curriculum internationalisation in Australian universities. 
Extra-curricular short-term study tours and ‘Global leadership’ programs recognise the value of 
international, intercultural experience in achieving internationalised learning outcomes (Lee, 
2014). 
In terms of international cooperation and transnational institutional partnerships, 
offshore degree delivery (programs taught wholly or partly outside Australia) is the area that 
witnessed the strongest growth in international student enrolments (Chapman & Pyvis, 2013). 
The majority of the offshore degrees operate on the partnership basis where responsibility is 
shared between the home and the host institutions. Typically, the home (Australian) institution 
is responsible for the issuing of the award, course materials, teaching staff provision, 
assessment and course quality. The host institution is in charge of administration (including 
registrations and permissions from the local government), student recruitment, deployment of 
local teaching staff, and facilities. According to the Australian Government (2018a), offshore 
degrees currently attract 112,418 students, 36% of whom are enrolled in Australian offshore 
campuses, 57% in offshore partnership programs and 7% in distance education. The major 
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market for this type of education delivery is Southeast Asia, with the top five source countries 
of students undertaking Australian offshore degrees between 2011 and 2016 being Singapore, 
Malaysia, China, Vietnam and Hong Kong. Bachelor and Master’s by coursework degrees 
were the most popular, attracting 65% and 22% of the total offshore student population 
correspondingly in 2016 (ibid.).  
The growth in demand for offshore education is being addressed by the accelerating 
number of program offerings. Joint degrees in discipline areas of high local demand and 
combined (or double) degrees, for instance, Bachelor of Commerce/Bachelor of Laws or 
Bachelor of Laws/Bachelor of International Studies, etc. have become popular. Typically, these 
programs are developed, approved and regulated according to Australia’s curriculum policy, 
regulation and quality assurance requirements. 
In brief, internationalisation has become a prominent feature of Australian 
contemporary HE. The impacts of internationalisation on Australian HE are tremendous, and 
the motivation to continue to emphasise internationalisation is likely to remain strong 
(Goddard, 2011), given its blossoming economic, sociocultural and academic values. 
7.3. Birrarung University, its vision and educational programs  
7.3.1. Introduction of Birrarung University 
Birrarung University is a young comprehensive university in Australia that provides over 300 
undergraduate and postgraduate courses, including arts, science, business, medicine, teaching, 
etc. across its four faculties.  Established in the early 1970s, Birrarung is a public not-for-profit 
university which has an overall growth plan focusing on both research and teaching. Since its 
early days, the university has progressively engaged with innovative digital technologies to 
support distance learning and to provide students with more social connections and learning 
options. The university takes pride in being a globally connected university with a culturally-
rich learning environment of over 57,000 students; around 11,000 are international students 
from 130 countries as of 2018 (Birrarung, 2018a). Its fast-growing online campus 
accommodates over 14,000 students studying wholly off-site in both full degrees and short 
open courses (ibid.). Student participation in ‘globally connected study’ is encouraged and 
supported through a range of programs such as Global Citizenship, Trimester Abroad and Short 
Term Partner programs. In 2016, these programs attracted over 2,000 students to study, 
volunteer or do internships overseas (Birrarung, 2017). 
 121 
 
Birrarung has a range of supporting services in place for teaching staff and students. For 
example, students have access to academic literacy and academic integrity programs, 
regardless of their campus and learning modes. Support and PD for staff are provided by 
faculty learning support teams and through development and implementation of innovation 
projects. In addition, the university has a partnership network with over 50 countries to support 
learning and research collaboration. Birrarung was recently placed in the top 2% of the world’s 
universities of the three major ranking systems, i.e. Academic Ranking of World Universities, 
Times HE, and QS World University Rankings.  
7.3.2. Changing contexts and Birrarung University's mission and vision 
Established in the 1970s, Birrarung developed within the socio-political context of Australia’s 
internationalisation promotion, the post-1989 restructuring and unification of the Australian HE 
sector and the heightened competition in the global HE. 
First, the government’s imposition of the market-based model of education to enhance 
competition, efficiency and accountability (Baldwin & James, 2000) occurred incrementally 
over the 1990s. This neoliberalist approach to education, which in Australia was termed 
‘economic rationalism’, was based on the assumption that students are informed, rational 
consumers whose choices of universities and courses stimulate competition among HE 
providers. The ideology behind this public sector reform is that ‘the hand of government on the 
tiller of the ship of state should be light and used only for occasional adjustments’ (ibid., p. 
139-40). This ideology geared the sector towards privatisation and entailed a reduction of 
funding for public education. As a compromise, federal regulations were relaxed in three areas 
by the 2000s: student admission quotas, postgraduate education, and international student 
recruitment. Universities were allowed to admit additional full fee-paying undergraduate 
students, while recruiting as many full fee-paying postgraduate students and international 
students as they could accommodate.  
Second, policy attention increasingly focused on graduate employability, fuelled by 
Australian migration policies since 1999 aiming at attracting fee-paying international students 
and addressing skill shortages in the Australian labour market (Gribble & Blackmore, 2012). 
The education-migration nexus which meant students could get permanent residency led to an 
explosion in student numbers in vocational training and universities, although there was limited 
local demand in their chosen field and Australian employers sought English language 
proficiency and the soft skills of communication, problem solving, etc. (Blackmore et al., 
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2014). A national strategy on WIL encouraged universities to meet employer perceptions and 
needs (Gibb, Haskins, & Robertson, 2012).  
Birrarung University’s vision in 2018 has a global outlook and student-focused 
characteristics. The university’s international vision is manifested in the inclusion of a diverse 
student and staff cohort, internationally relevant research, a global partnership network, IoC, 
and international experiences for students and staff. Since 2012, the number of international 
students at Birrarung had increased by almost 30% to reach 11,000 students in 2018 
(Birrarung, 2018a). This growing population greatly benefited the university in terms of 
revenue and opened up IoC opportunities for Birrarung to prepare its graduates for future life 
and work. 
Aware of the fast-paced change and unpredictability of the contemporary labour market 
and in response to the growing discourse of graduate employability, the university has focused 
on the development of employability knowledge, skills and mindset. Through the use of digital 
technology, the university promised its students a ‘relevant, contemporary learning experience’ 
as well as ‘borderless, personalised relationships’ that allow them to ‘thrive in any 
environment’ and to achieve life-long success (Birrarung Strategic Plan 2017-2020). The motto 
of preparing students with the future’s skills has come to inform the university’s activities, 
particularly in course enhancements and capacity-building for staff. Graduate employability is 
being embedded in many aspects of the formal and informal curricula such as assessment, 
WIL, career development learning as well as engagement in online learning environments with 
the appointment of a senior manager of graduate employability. Besides its research growth 
plan, which is important for its global ranking, Birrarung’s student-focused strategies are 
expected to contribute to the university’s long-term success by sharpening its competitive edge 
in recruiting high quality students (Birrarung, 2018b).  
7.3.3. Birrarung University’s undergraduate programs 
Being a comprehensive university, Birrarung currently offers over 108 undergraduate courses8 
through its four faculties with majors varying from science, arts, and architecture to nutrition, 
health and psychology.  
                                                 
8 In this thesis, course refers to a collection of learning units/subjects, the successful completion of which leads to 
the award of a certificate, diploma or degree. 
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For domestic students, in addition to the traditional pathway to university from Year 12 
based on the ATAR (Australian Tertiary Admission Rank) score9, the university offers various 
pathways to suit the needs of working employees, students without satisfactory ATAR score, 
and students transitioning from TAFE (Technical and Further Education). More specifically, by 
completing a diploma at Birrarung College - the pre-university education provider owned by 
Birrarung University providing additional English language tuition - students can go straight 
into the second year of their chosen bachelor degree. Bridging diploma programs are available 
in commerce, engineering, media and communication, health sciences, etc. Students can also 
use credit points from their TAFE course as a stepping stone into relevant Birrarung courses.   
International students need to meet both English and academic requirements in order to 
be admitted into an undergraduate course. Generally, international students are admitted with 
an IELTS (International English Language Testing System) score of 6.5 (Competent) or 7.0 
(Good) with no sub-score for each of the listening, reading, writing and speaking skills less 
than 6.0 or 6.5 respectively. Academic entry requirements vary across study courses and 
depend on students’ countries of origin. For example, a Danish student is admitted into a 
business course with a GPA (Grade Point Average) of 7 (out of 12) or into a law course with a 
GPA of 10. Students from several countries such as China, Indonesia, Japan, Kuwait, Saudi 
Arabia, etc. are required to complete foundation studies and/or a diploma program at Birrarung 
College before enrolling into those courses.  
As the university has increasingly engaged in market-based activities and 
internationalisation, the focus of Birrarung’s Curriculum Framework has become graduate 
employability and engaged citizenship which underpinned the development and enhancement 
of learning outcomes, educational standards, assessment and feedback, as well as learning 
experience and resources. At Birrarung, the core focus on optimising employment prospects for 
its graduates was reflected in the systematic development of graduate attributes, which include: 
(1) Appropriate disciplinary or professional knowledge and capabilities 
(2) Oral, written and interpersonal communication skills 
(3) Digital literacy 
(4) Critical and analytical thinking 
(5) Problem solving skills to provide solutions to real-world problems 
                                                 
9 The ATAR ranking of students on completion of secondary education, introduced in 2009, is Australia wide 
except for Queensland. The ATAR score is generated by comparing a student’s aggregate score (English plus 
best two study scores) against national averages. 
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(6) Self-management and responsibility for personal actions 
(7) Teamwork across different disciplines and backgrounds 
(8) Global citizenship to engage ethically and productively with diverse professional 
context, communities and cultures 
Teaching and learning at Birrarung have been structured to align with these eight graduate 
learning outcomes (GLOs), for both online and campus-based students. These expected 
graduate qualities can provide academic staff with guidelines on the types of knowledge, skills 
and attitudes they might develop in graduates through formal teaching and learning activities. 
Also, the GLOs can be used as a driver for IoC. Apart from the first six GLOs where 
intercultural and global perspectives were variably implicit, GLO7 and GLO8 were directly 
concerned with internationalisation. The inclusion of these GLOs pave the way for a 
comprehensive approach to IoC, requiring intercultural and global perspectives to be embedded 
in all courses and learning activities rather than being taught in one or a few stand-alone 
international units. 
7.4. Summary 
This chapter has presented an overview of Birrarung University and the broader socio-political 
context of IoC in Australia. In brief, internationalisation is a prominent feature of contemporary 
Australian HE and has significantly transformed the shape of the sector over the past 30 years 
(Rizvi, 2011). Internationalisation in Australia takes various forms, including international 
student recruitment, student and staff mobility, international cooperation and partnerships, 
transnational education and IoC through the development of internationally relevant graduate 
attributes. Birrarung University has been engaging in all of those internationalisation activities, 
with a strong focus on student employability. The university claimed to commit to ensuring 
that its graduates are highly regarded by employers and well prepared for the complex and 
rapidly changing world.  
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Chapter 8. Case study 2 - Birrarung University: Academics’ 
experience of internationalisation of the curriculum 
8.1. Introduction 
This chapter presents data analysis and findings about how academics at Birrarung University 
experienced IoC in their everyday teaching. It looks at how academics translated curriculum 
internationalisation policies into practices through the three dimensions - sayings, doings, and 
relatings - which, according to practice architectures theory, constitute practice. The main 
source of data was in-depth interviews with five academics at Birrarung Business School (see 
3.4.2).  
Given the comparative nature of this study, I conducted the interrogation of Birrarung 
academics' interview data keeping in mind the broad themes identified in previous chapter 
about Vietnamese academics. However, I was open to new themes and concepts that emerged 
during the process. For example, under the same broad theme Relatings dimension and sub-
theme Relationships between academics and management, there were two different sets of 
smaller themes for the Vietnamese case and Australian case respectively: legitimate power - 
expert power - reward power and imposition - empowerment.  
This chapter is divided into five sections. It begins with an introduction, then unfolds 
into three main sections about the three component dimensions of academics’ practice, i.e. 
sayings, doings, and relatings. The chapter concludes with a summary of the key findings 
drawn from the analysis presented. 
8.2. IoC practice at the classroom level - The sayings dimension 
According to Kemmis et al. (2014), sayings are manifestations of understanding. Birrarung 
academics' interpretation of IoC in their institutional context can be classified into three 
categories:  
i. scope, i.e. aspect(s) of the curriculum that are relevant and/or necessary to be 
internationalised;  
ii. focus, i.e. priorities of internationalisation; 
iii. positioning of IoC, i.e. how academics relate IoC to themselves and/or their institutional 
context.  
In terms of scope, most of the time, academic participants reported their understanding of IoC 
in relation to the formal curriculum and the specific units they were teaching.  
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For [Perspectives10], IoC is the introduction of a range of employer's expectations and 
industry expectations from different places around the world. If I think in terms of IoC 
on a broad scale, then it would be the development of discipline knowledge that is both 
aware of national and cultural boundaries but also able to transcend or cross cultural and 
national boundaries to understand applications in different locations. That could be 
online and off-line geographic locations. (Samantha, Business) 
Within the formal curriculum, IoC was believed to necessarily go beyond the mere infusion of 
overseas case studies or of one or a few international units.  
This is just my opinion but in Australia, a lot of the time internationalisation is just 
looked at in terms of how many international students do we have in the classroom, did 
we look at case studies in class, what was an overseas case…Those things might be little 
tiny part of internationalisation…When I talk about IoC, I am talking about things like 
ethics and culture, you know, things like understanding the environments of the globe 
and how different they are. (Blake11, Marketing) 
This understanding of IoC was progressive since the literature on IoC had long been concerned 
about the piecemeal, fragmented infusion approach to internationalisation (Leask, 1999). De 
Vita and Case (2003, p. 338), for example, view this ‘filling the bag with some international 
bits’ approach as ‘fundamentally flawed’ because it treats education as summative knowledge 
outcomes rather than formative and reflexive processes. From Birrarung academics’ viewpoint, 
global perspectives or intercultural learning was not just a topic occasionally talked about, and 
IoC was perceived as not being limited to a sporadic sprinkle of international cases and 
examples or a few isolated international studies units into the curriculum. In other words, 
international, intercultural knowledge was integrally blended into the teaching and learning 
content to become the international flavour of the curriculum.  
[IoC is] to make sure to embed different aspects that link with international, global 
market. It means always make sure that we have the international flavour in the 
curriculum. (Megan, Human Resource Management) 
IoC was very often perceived as being concerned with differences and diversity on a broad 
scale, more in terms of what knowledge to be taught than the rich cultural capital international 
students brought into Australian classrooms. 
When I talk about IoC, I am talking about things like ethics and culture, you know, 
things like understanding the environments of the globe and how different they are. 
(Blake, Marketing) 
                                                 
10 pseudonym 
11 This academic held a dual role, i.e. teaching and management. When quoting him, I only provided the role 
corresponding to each particular interview excerpt. 
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An issue of concern for many researchers was the risk of cultural homogenisation as a result of 
internationalisation of HE (Mok, 2007). The above perception of IoC as discussing 
‘environments of the globe and how different they are’ was inclusive and embracing of 
diversity. Emphasising differences, this perception dismissed the potential ‘weakening of the 
cultural exchange component of internationalisation in favour of relationships based more on 
economic and political concerns’ (Knight, 2013, p. 88). As specified by Blake, the participant, 
such diversity in the business field existed in the forms of ‘different social moral, belief 
systems, laws, judicial systems, different governments and the way governments are formed, or 
different types of business agreements and structures’. Since education is a vehicle of 
acculturation, this perception of IoC might lay the foundation for international pedagogy (Tran, 
2013a), most often understood as culturally- and diversity-inclusive practices that would help 
implant global perspectives in students and build the bridge of tolerance and understanding. 
I suppose one of the things that I hope I teach my students is the fact that […] as an 
individual human, as a future leader, as a thinker, you [students] actually need to 
recognise the worth of all knowledge…that knowledge is underpinning belief systems, 
different value systems. And one value system is not greater than the others. (Blake, 
Marketing) 
A global perspective, as explained by a participant, was not necessarily a single, universal 
belief or system of beliefs, but ‘the perspectives from different stakeholders’ groups’. Global 
perspectives could mean very differently across different disciplines. For example, in 
Economics, global perspectives can be 'what happens in one country affect[ing] what happens 
in another country' (Melisa, Course Review manager), while in Financial Planning it may 
involve various clients' needs and means of financial approach. Therefore, internationalising 
the formal curriculum needed to be contextualised for particular disciplines. 
IoC is about enabling students to work ethically and effectively in a global 
environment…So we are trying to create a culture and assessment of what is a work of 
ethics in a project environment and what that contribution to work actually means in a 
project context. We are trying to contextualise in project management. (James, 
management) 
What we are trying to do is try to identify what are the sources of global perspectives 
that are needed for the professions and then try to see to what extent they are developed. 
(Melisa, Course Review manager) 
Once IoC had been contextualised in particular disciplines, it was perceived to involve all 
aspects of the formal curriculum and to be obtained through the delivery of content relevant to 
various contexts, the development of measurable learning outcomes and the use of reliable 
assessments.  
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One is [that] we are teaching them [students] globally accepted frameworks of 
methodology…we're basically teaching them things that have been validated and 
accepted anywhere so that's the starting point. Then the way we evaluate their 
knowledge is by setting them assessments so they have to demonstrate their ability to 
problem solve using the methodologies. (James, management) 
Whose frameworks of methodology are regarded as globally accepted is perhaps a question 
that evokes different positions. However, this will be left for further discussion in the later 
section on how teaching content was selected. 
In terms of focus, 'employability', 'employment teaching' and 'career readiness' were the 
regularly repeated sayings about the central priority of IoC. This finding was consistent with 
the global trend of increasing association between business programs' curricula and future 
employment in recent years (Jones, 2013). In Australia particularly, employability has been in 
the spotlight for around two decades. The intensified demand for graduates to be able to 
function effectively in diverse contexts has positioned transferable skills high on universities' 
internationalisation agendas (Gribble & Blackmore, 2012). The participants were found to be 
fully aware of the changing world of work and the emerging role of HE.  
The challenge for us is the fact that the world is changing so much, so quickly and we 
just have to keep ahead of all those changes…By the time they [students] graduate, 
there're gonna [going to] be jobs that don't exist at the moment. And how can we work 
out how those jobs are gonna [going to] be? How do we foresee, how do we have to 
almost be magicians to know in our crystal balls what's coming up?  
So I think one of the really important things…is to provide transferable skills, those are 
the skills not just in the disciplines that they're studying, science or health or engineering 
or business, but also the soft skills like communication, digital literacy, critical thinking, 
etc. What that means is that they should be able to learn anything very quickly and be 
adaptable and I think that's the thing that when time goes on people will need to be more 
adaptable in the workplace. (Blake, Director of Teaching and Learning) 
Within the employability agenda, intercultural sensitivity was recognised and highly valued. As 
Alred, Byram, and Fleming (2003) argue, promoting a sense of interculturality is one of the 
fundamental purposes of education. The interview data suggested that intercultural sensitivity 
is all the more significant for the business disciplines.  
I think for most business schools, it is the lived reality. Everybody understands that any 
business in a connected environment has international, intercultural elements to it and 
you cannot succeed as a professional in the profession unless you have the [intercultural] 
sensitivity. (Melisa, Course Review manager) 
The geographic barriers are falling and that means that I need to have the global, 
international, cultural skill set to help me manage that. And the fact that in business, I 
mean, I might deal with a company in Hong Kong, I could be on the phone with them 
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every day. I need to be able to have that cultural understanding to know how to deal 
with, communicate with, and negotiate with people from all walks of life. (Blake, 
Marketing) 
One driver for the emphasis on transferable skills revolves around benefits for students as 
flexible and mobile employees. This is particularly relevant for international students. As a 
participant elaborated, 'we can't employ all of them here [Australia], so they do need to develop 
skills of how to get jobs in their countries or another country'. In other words, practicality and 
flexibility are determinants of defining the IoC focus at Birrarung Business School. 
The literature on IoC identified two broad drivers for internationalisation, one around 
benefits for students, and one, perhaps more prevalent, from the institutional aspect (Jones, 
2013). In the case of Birrarung University, expectations from various stakeholders was an 
important social-political push factor for the focus on employability.  
Essentially we need to make sure that our students have those skills, that's the bottom 
line, that's where the GLOs that Birrarung has comes into. It's because we have to be 
able to say to all of our stakeholders, to graduate employers, to current students, to 
alumni, to industry leaders, whoever, we have to be able to say 'Birrarung students have 
the necessary skills in these areas to be able to benefit you'. (Blake, Director of Teaching 
and Learning) 
Such recognised expectations also account for the academics' positioning of IoC as 'inevitable' 
and 'crucial' for the university to be 'ahead of changes’. IoC was also perceived to be beneficial 
for students as global citizens. 
Yes, IoC should definitely be part of the curriculum at any level because it is an 
important part of the degrees. Students are now, they call it, global citizens. We do have 
a lot of international students and local students can also work overseas. So, that has to 
be an important component of the curriculum (Megan, Human Resource Management)  
In addition to the urge of equipping students with employability skills, IoC at Birrarung, and 
perhaps all other universities, was driven by accreditation requirements and global ranking. 
There are also… you know… all the accreditation requirements in business schools in 
Australia are a very big driving factor so the international accreditation requirements like 
AACSB and the equal are very big for internationalisation (Melisa, Course Review 
manager) 
Aiming to seek accreditation from the bodies, not just the Australian bodies 
automatically means that we have to internationalise the curriculum. (James, 
Management) 
At the end of the day, the thing was we are ranked globally, we need to embrace 
internationalisation. (Blake, Director of Teaching and Learning) 
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Our school is accredited, so we need to make sure we meet all the requirements. It’s not 
always my choice [to internationalise my unit or not]. It’s something I have to follow. 
(Megan, Human Resource Management) 
As shown in the above excerpts, the ‘rankings consciousness’ (Hazelkorn, 2009, p. 5) around 
the world and the institution’s use of rankings and accreditations as a target or benchmark are 
important cultural-discursive arrangements accounting for academics’ sayings about IoC as 
‘inevitable’, ‘crucial’, and ‘beneficial’. IoC has been driven by symbolic reputational terms and 
the employability focus encapsulates two different views. One is instrumental in that IoC is 
seen as fitness of ranking purpose. The other is developmental in that IoC helps all students 
become capable and adaptable professionals and citizens. 
While the institution's internationalisation agenda and its significance appeared to be 
well aware of and articulated by academics, many of them did not consider IoC a new motto 
for their teaching. According to James (Management), IoC as a concept was not necessarily 
appealing or significant to many academics, yet they recognised the values of the practices and 
engaged with IoC without even thinking about it. As James put it, 'they are doing something 
because it interests them. They happen to do it.' For certain academics, IoC was inherent and 
perennial in the discipline, being 'a normal thing of what they teach'. This viewpoint was 
reported to be quite dominant in certain disciplines such as accounting or marketing because 
certain disciplines were seen as highly internationalised by default, while others might not be 
as much. Academics in this group positioned IoC as part of their discipline and tended to teach 
out of their professional self-motivation rather than because IoC was a new, appealing concept 
to them. All in all, the interview data indicated that teaching staff tended to be engaged in 
internationalisation agenda, but not necessarily because they actually saw it as an agenda but 
partly because it interested them or it was a natural part of their disciplines.  
I do it partly because it is a requirement of the curriculum and partly because I think it is 
good for the students. (Megan, Human Resource Management) 
I personally changed my teaching practice on a regular basis because I want to try 
different things…but ultimately I've done it because I wanted to change the learning 
outcomes and I wanted to give students more career related practical experience of 
something that has been stressed by internationalisation. So I think internationalisation is 
the driver but sort of changes in curriculum and approach to teaching, it's yes but it's not 
because of internationalisation though internationalisation is part of it.  
And I think some people do some amazing stuff but they wouldn't necessarily say 'Hey, 
look at me, I'm doing internationalisation'. It might not even be classified as such, it 
might be testified interesting activity because they wouldn't look at it as something that 
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is internationalisation, something specifically interesting because it is 
internationalisation (James, Management). 
The above reported understanding of IoC was neither naturally nor effortlessly achieved at the 
outset. As Blake (Director of Teaching and Learning) informed, 'that was very hard to do, and 
there was a lot of resistance'. Staff's hesitation and resistance were not uncommonly reported in 
the literature. Stohl (2007), for example, once said 'we have met the enemy and he is us' to 
describe the major challenge of engaging the faculty in developing and sustaining 
internationalisation. The extent of staff engagement in internationalisation at Birrarung, 
regardless of consciousness levels, was possibly explained by the institution's commitment to 
IoC. According to Melisa (Manager, Course Review manager), IoC was 'a genuine pursuit' and 
was receiving strong support from the Executive Dean and the Deputy Dean. Additional to the 
many conversations with staff and the provision of needed resources, the school was firm when 
it came to IoC. 
One of those things is that we have to do this, there's no question, we have to improve 
the IoC, we have to do it across every course. So people either embraced what we are 
doing or they left. (Blake, Director of Teaching and Learning) 
By a strong commitment to IoC, in both institutional policy documents and in-person 
communication to staff, the university could create a 'community of practice' inclusive of 
people who accepted internationalisation. Besides, Birrarung had rich human capital to draw 
upon. The multicultural demographics of Australia, which not only drives the efforts to 
accommodate international students across the HE sector but also builds the culturally 
heterogeneous staff profile of the typical Australian university, is a strong material-economic 
arrangement for IoC. De Vita and Case (2003) argue that ‘the multifarious cultural perspectives 
and experiences of those who make up the faculty are themselves seen as the material which 
inspires the creation of new learning practices and change’ (p. 394). A study by Clifford (2009) 
on academics’ engagement also indicates that academics’ ability to internationalise the 
curriculum is related to their own level of internationalisation. Birrarung had a large number of 
international staff who by default had international experience, spoke a language(s) other than 
English and/or had different cultural backgrounds. Having said that, it by no means implied a 
comparison between international and domestic staff. The argument was that academic staff’s 
rich transnational, cultural, linguistic and knowledge reservoir was a valuable resource for the 
university to internationalise its curriculum. As the manager of Course Review stated, 
We have lots of international staff who have had experiences of working in international 
organisations. When I talked to them, they often drew on their own experiences…they 
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do try to draw on their experiences and international students' experiences in the 
classroom learning environments (Melisa, Course Review manager) 
In brief, from the viewpoint of teaching, IoC was perceived as involving all aspects of the 
formal curriculum and must go beyond the fragmented infusion of overseas case studies or 
international study units. The academics' sayings about IoC indicated that IoC at Birrarung 
Business School had been pursued with genuine commitment and became a learning curve for 
its staff. As Blake, the Director of Teaching and Learning, said: 
It didn't happen yesterday or last year. It took years to actually do it. If you came and 
interviewed me even five years ago, I don't think I'd be able to speak the same sort of 
language as I'm talking now because all the staff, myself included, had to learn what 
internationalisation was. Myself and my colleagues are experienced academics, but we 
didn't know enough about internationalisation. 
According to practice architectures theory, the sayings dimension of practice is enabled and 
constrained by the cultural-discursive arrangements that exist in the semantic space (Kemmis et 
al., 2014). This particular type of arrangement, in the case of Birrarung Business School, was 
the abundant conversations between the management and academics regarding IoC. The 
university had been investing in its staff, providing them with 'necessary resources, be it time, 
be it money to go to the conferences' (Blake, Director of Teaching and Learning). Also, the 
capacity-building workshops with world experts presenting to Birrarung faculty about the 
meaning and 'best practices' of IoC helped create the much needed discursive space where 
academics were able to draw on the contemporary discourse and understanding about IoC. This 
underlines the critical role of PD and leadership in enhancing IoC at Birrrarung Business 
School.  
8.3. IoC practice at the classroom level - The doings dimension 
8.3.1. Selection of teaching content 
According to De Vita and Case (2003), internationalisation is a reflective opportunity to revisit 
not only what we teach but also how we teach. As mentioned in the previous section, a 
significant component of IoC at Birrarung was the embedding of global perspectives and 
transferable skills in the curriculum. The approach taken was scaffolding these perspectives 
and skills over the whole study degree since 'internationalisation is not an overnight thing, it 
takes years for the qualities to be ingrained in students' (Blake, Director of Teaching and 
Learning). As such, the aspect that best reflected this IoC approach was the selection and 
development of teaching content which, in this study, refers to both knowledge-based content 
and activity-based content.  
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At the unit level, a global-perspectives-embedding approach was taken. The GLO that 
was directly concerned with global perspectives, and thus internationalisation, was GLO 8 - 
Global citizenship. However, it would be too much of a burden for just one GLO. According to 
the interview data, rather than making IoC evident in just the achievement of GLO 8, global 
perspectives were embedded in the development of other knowledge and skills. This critical 
element of internationalisation was blended to become an integral part of GLO 1 - Discipline 
specific knowledge, GLO 4 - Critical thinking, GLO 5 - Problem solving, as well as the others. 
As a participant elaborated,  
So you know if you're saying global perspectives and problem solving, they [students] 
need to think of... they need to articulate the problem keeping in mind that there are 
different perspectives. They need to think of a solution, they need to evaluate the 
solution with different perspectives in mind. (Melisa, Course Review manager) 
With this embedding approach, global perspectives could be regarded as one of the generic, 
transferable skills - a special generic skill, in the sense that it should be the hallmark of any 
graduate regardless of which discipline they study - but at the same time be discipline-specific. 
As global perspectives were embedded and scaffolded throughout the years of study, the varied 
degrees of content internationalisation in individual units can be tolerated. That said, individual 
units should not depend on other units in developing international, intercultural knowledge and 
skills since this may lead to an insufficient amount of international content in some courses, 
which potentially inhibited students’ becoming global professionals and citizens.   
For certain courses or units, embedding global perspectives occurred quite naturally and 
effortlessly, since 'the discipline [was] automatically very international' and the courses/units 
by definition had international characteristics. To the interviewed academics, the disciplines 
were considered international on two grounds: (i) knowledge content was standardised, and (ii) 
content involved more than one context. When it came to standards in the business discipline, 
the convention was that the discipline was based around Western principles with the 
knowledge content of many disciplines predominantly Britain and America driven. In 
accounting, for example, account standards being taught were ‘British ones that were validated 
and accepted anywhere' (James, Management). In project management, the knowledge content 
was generally based on American methodologies. As James remarked, business discipline was 
‘a bit towards the United States because a lot of the methodologies are America driven'. 
The domination of Anglo-European knowledge and skills in Australian curriculum is 
problematised with discussions about how the ‘disciplinary canons’ from Anglo-European 
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principles, values and traditions, had been uncritically embedded in the curriculum (see Breit, 
Obijiofor, & Fitzgerald, 2013). According to Marginson (2007, p. 135), Australian universities 
are ‘somewhat in the shadow of the USA’ and ‘shaped by British university tradition’. 
Australian business curricula were even seen as very similar to that of the USA or UK. Howe 
and Martin (1998), for example, mentioned the ‘uncritical and decontextualized presentation of 
Western managerial fads and fashions’ (p. 449) in the business management field. Drawing 
from the UK experience, Ryan (2000) reported international students’ complaints about the 
exclusively Anglocentric view in their courses. The neoliberal ‘social imaginary’ (Taylor, 
2004, p. 91) that privileges Western economic and political ideologies has affected the 
curriculum to the extent that non-Western and local cultural knowledge have been largely 
disregarded or undervalued (Breit et al., 2013).  
Rizvi (2015, in Whitsed & Green, 2015) observed an intriguing phenomenon that 
Australian universities’ policies, on the one hand, embraced cultural diversity and welcomed 
the integration of international content into learning materials, but on the other supported the 
dissemination of Anglo-European knowledge and skills. According to this author, there are 
assumptions that such knowledge and skills are key to participation in the global market and 
that international students lack and desire to learn such knowledge and skills from their 
Australian degree. Data from interviews with Birrarung’s academics and students illustrated 
Rizvi’s observation. Simultaneous with the employment of Anglo-European principles were 
efforts to counter-balance the weight of that content by a thorough integration of non-Western 
materials and global perspectives.  
We're using American methodologies but we discuss examples and case studies of… 
pretty much all over the world. (James, Management) 
We use case studies as part of our teaching, tutorial activities as well as textbooks. I have 
cases from international contexts…We use the Asia-Pacific version of the textbook to 
suit Australian and Asian students because a lot of our students are from Asia. It really 
covers from Australian context, Asian context and North American context. (Megan, 
Human Resource Management) 
My textbooks tend to begin talking about Western examples, usually Australia. But 
certainly, I have learnt a lot about Southeast Asia because my textbooks might be written 
by somebody who was originally from Asia. I think that’s reminiscent of most of my 
textbooks. They start off with the America, United Kingdom or Australia and eventually 
they moved into Japanese and Chinese cultures. It is a very global approach. (Tim, 
Business student) 
The use of Asia-Pacific versions of textbooks is an interesting strategy that may serve multiple 
purposes apart from that of incorporating international and global perspectives. First, this 
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strategy helps better accommodate the vast population of Asian students studying at Birrarung 
Business School who desire knowledge relevant to their home contexts. Second, it responds to 
the call for Asia-relevant capabilities development, which is cited in national policy texts such 
as Australia in the Asian Century (Australian Government, 2012) as critical for Australian 
domestic students and national capacity-building. Tackling the ‘Westernisation’ of the business 
curriculum by integrating international content might not be the optimal strategy nor powerful 
enough to entail a paradigm shift within the discipline. It was, however, a positive sign of the 
institution’s starting to ‘problematise [the] normalised assumptions’ (Whitsed & Green, 2015, 
p. 14) about what, who and whose knowledge and skills are valued.  
At the course level, a scaffolding approach was taken to internationalise the curriculum 
content. The perspective from Birrarung was that achievements of internationalising teaching 
and learning can be viewed and ensured at the course level, rather than in every individual unit, 
since the development of certain skills may vary across narrow disciplinary areas. While the 
degree of content internationalisation in individual units may be different, the scaffolding 
approach required a substantial degree of coherence and coordination throughout the whole 
course, so that  
[students] will have the basic understanding [of internationalisation] once they finish 
first year, they have a more developed understanding at second year and when they 
graduate in the third year, they can actually apply these knowledge and skills (Blake, 
Director of Teaching and Learning).  
A lot of people involved in the course design to make sure that every unit is aligned. 
This one leads to that one; first year leads to second year, then leads to third year and 
then leads to certain learning outcomes. (Megan, Human Resource Management) 
The scaffolding process included three stages. Stage One involved the core units in Year 1 
where key concepts of internationalisation were explicitly introduced and discussed. Childress 
(2010) maintains that the development of international and intercultural perspectives ‘occurs 
within disciplinary frameworks and professional practices which are themselves culturally 
constructed, bound and to some degree constricted’ (p.31). Examples given by Birrarung 
academics showed that internationalisation was contextualised in particular courses and had 
different features in different disciplines. In law, internationalisation was considered ‘very easy 
to discuss’. The content included different legislations, different definitions and expectations of 
ethics and human rights across the world, and comparison of Australia’s legal framework and 
other countries’, etc. In the fundamental marketing unit, the students were required to look at 
culture, particularly its meaning for different groups of consumers. In economics, knowledge 
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content was concerned with international trade and different economies. It can be said that at 
Birrarung internationalisation was not seen only as a broad context but undertaken with 
considerations about the relevance of internationalisation to individual courses/units.  
In Stage Two (Year 2), a deeper understanding of different aspects of internationalisation 
was scaffolded under the guidance of the GLOs. In the marketing unit, for example, drawing 
upon the broad understanding of culture(s) developed in Stage One, students studied units such 
as consumer behaviours where they discussed what made people consumers as individuals, be 
it their family, culture, social network, education, etc. Another unit at this second level was 
brand management which was very much concerned with different international contexts. In 
this unit, the general Year 1 knowledge that brands have different meanings in different 
cultural contexts was specified into smaller, specific topics such as how images and logos are 
presented in different contexts. As Blake (Marketing) put it, the bottom line of Stage Two was: 
So students had the introduction already, now that’s really about developing their 
understanding of that in terms of everyday professional practices.  
Then Stage Three of curriculum internationalisation involved students’ application of the 
understandings scaffolded and developed throughout Stage One and Stage Two. Interview data 
revealed that learning in Stage Three was related to actual professional practices (many 
activities undertaken in real sites or by simulations) grounding in internationalisation 
knowledge and understanding. 
A capsule unit in our major [Marketing] is called Strategic Marketing. Now they 
[students] will have to come up with marketing strategies for international markets. So 
they have to actually apply the knowledge they were introduced to a real client so they 
actually work with real clients, real businesses or individuals and they really have to take 
all the scaffolded learning and actually apply it into situations. (Blake, Marketing) 
In financial planning, they [students] do take details from a real site and develop a 
statement of advice for a real client, and that client is very often from a different culture. 
(Melisa, Course Review manager) 
...Even when it [the issue under discussion] is in the same country, but if they [students] 
argue a case from the consumers’ perspectives…they [students] say that the consumers 
are made disadvantaged…[then] they think of how a policy would impact the 
disadvantaged groups…There’s a full range of different perspectives to consider... 
(Melisa, Course Review manager) 
The above excerpts suggested that Stage Three was concerned with students’ acting, where 
students were invited into scenarios where they can apply and contest their growing knowledge 
and understanding, enhance or reject existing knowledge and acquire relevant competence.  
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In their three-level typology of internationalisation teaching, Edwards et al. (2003) 
identify the purpose of each of the three levels of internationalisation: (i) developing 
international awareness through international examples and reflection, (ii) developing 
international competence through projects which reflect students adaption to take into account 
other cultural perspectives, and (iii) developing international expertise through foreign 
language study and exchange programs. According to this typology, throughout the three 
stages of scaffolding intercultural learning, Birrarung students would likely develop 
international awareness and competence but not necessarily international expertise, since this 
high-order quality may require more extensive immersion in global settings. 
Taken together, findings from interviews with Birrarung academics show that in the 
domain of teaching content, IoC at Birrarung University involved two simultaneous 
dimensions, i.e. contextualising and embedding global perspectives at study-unit level and 
scaffolding global perspectives and other transferable skills at course level. These parallel 
dimensions, though mainly bounded within the formal curriculum content only, indicated a 
course-wide redesign of the curriculum which potentially provides a transformative learning 
space for students’ becoming.  
8.3.2. Instructional strategies and pedagogy 
In this second aspect of academics’ doings, three types of pedagogy, i.e. supportive, inclusive, 
and engaging pedagogy, emerged from the analysis of interview data, although the boundaries 
between these types were not always clear-cut.  
Research on the divergent characteristics, motivations and needs of international 
students, as well as supportive pedagogical practices, have become an established stream in the 
internationalisation literature (e.g. Leask, 2008; Luxon & Peelo, 2009b; Ryan & Hellmundt, 
2003). In this study, supportive pedagogy was first evident in the adaption of instructional 
language to avoid obscurity. As shown below, this strategy specifically addressed the second 
language issue and cultural diversity. 
Something that we have to learn in education was that it is very difficult if we use 
colloquialism in our teaching. Sometimes in an assignment, there will be some 
colloquial phrases or terms or whatever and students who are not from the same 
linguistic, cultural background might not understand them and so we have to learn very 
much about language, about giving examples to illustrate things in class. (Blake, 
Marketing) 
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I tend to have extra explanation about the tasks and I was hoping that helped students to 
understand and they may be more confident and do better. (Megan, Human Resource 
Management) 
Language is a major source of difficulties for international students (Smith & Khawaja, 2011). 
Difficulties with language per se are generally a consequence of lecturers’ use of unfamiliar 
concepts, anecdotes and hidden ‘codes’ and ‘prompts’ in assessment task questions (Parke, 
2003). Strategies adopted by Birrarung academics were avoiding colloquialism in instructional 
language and providing extra explanation of learning tasks. It was clear from the above 
excerpts that IoC is an adapting curve for academics, even in the supposedly basic aspect of the 
teaching job, i.e. instruction. As Blake (Marketing) informed, such adaption involves working 
very closely with the study skills division and the language and learning advisors who gained 
good knowledge of students’ difficulties from direct consultations with them.  
Another aspect of supportive pedagogy was the ‘care factor’, be it student-faculty 
contact, personalised and customised feedback or scaffolding instructions to support students’ 
learning.  
I am very happy to spend time and support [students] if they approach me and ask 
questions. (Megan, Human Resource Management) 
In the unit with 1000 students, really diverse situations would come up, but we [unit 
team] give feedback for all assignments so that the students have quite a personalised 
and customised feedback. (Samantha, Business) 
We never let students do something without teaching them how to do it. We actually 
teach them how to work in teams so by the time they actually start working on their 
assignment, they are well aware that the whole of the team needs to work with synergy. 
(Blake, Marketing) 
According to the interviewees, personal-level care and support that made students ‘feel as they 
are a person and Birrarung cares about them’ (Melisa, Course Review manager) were essential 
for engaging students. Existing literature suggests that the extent of students’ commitment to 
and participation in learning activities is linked to the quality of their learning outcomes (Kuh, 
2009; Spurling, 2006). Interviews with Birrarung academics revealed that efforts were made to 
increase student-faculty contact and to ensure that needy students were not left unattended and 
unsupported even though the digital technologies in use may allow students to study entirely 
off-campus. 
We track the students who have not logged in [to the university’s online learning 
platform] quite early on and then reminders are sent, a personalised email, and they are 
tagged as high-risk students. The unit chair normally contacts these students, saying ‘we 
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are here, come and talk to us, we can help you sort out things’ (Melisa, Course Review 
manager) 
If they don’t use the material, they get warning emails from us. We also do attendance. 
Even though it’s not mandatory, it tells the students that we’re taking notice and then 
respond to that. Because this is a foundation learning with the work-integrated-learning 
in it, we track record and give them warning that they haven’t done their work. 
(Samantha, Business) 
As indicated in the above excerpts, timely intervention was an important part of supportive 
pedagogy. A particular area where teacher intervention was found critical was group work. It 
has been well recognised in internationalisation literature that having international students on 
campus does not automatically result in intercultural interaction and learning (Blackmore et al., 
2014; Leask, 2015). This was supported by Birrarung academics’ experience. 
One of the things that I’ve found, again this is one thing we learn as educators over time, 
if we just sit and say ‘Okay, this is the group assignment, get into group of four and do 
it’, you would find that all the international students from the same country get into one 
group.. (Blake, Marketing) 
Leask and Carroll (2011) insist in the need for educators to take deliberate action to urge all 
students out of their cultural comfort zone and to encourage cross-cultural interaction. These 
authors believe that strategic interventions are significant to move beyond the ‘wishing and 
hoping and dreaming’ approach to engaging domestic and international students. To address 
the lack of interaction and collaboration inside and outside classrooms, some academics chose 
to adopt the strategy of teacher-formed groups when it came to organising team-based projects.  
Recent years I’ve come to assign where the specific focus was trying to mix the teams 
up as much as possible because I realised that if I let the team self-select, they tend to 
stay with their culture. For me, one of the learning outcomes is to give the students the 
opportunities to expose to other cultures. So I moved from self-assigning to pre-selection 
because I really want students to be mixed culturally. That does not always succeed but 
it’s certainly better. (James, Management) 
We make sure that those teams are balanced between domestic and international but we 
go a bit further and we try to make sure that, for example, four students in a group, two 
of them must be domestic, two must be international. Of those four students what we try 
to do is to have at least one off-campus student. We try to make sure that even if there 
are two domestic students in a group, only one is from Melbourne, the other one must be 
from somewhere else. That could be regional Victoria or it could be another state. 
(Blake, Marketing) 
Since intercultural communication is ‘psychologically intense’ with various associated risks 
(Paige, 2003, p. 13), it cannot be assumed that students are able to effectively undertake cross-
cultural teamwork when randomly put together. The interviewed academics reported that it was 
 140 
 
important to work closely with the student teams to provide on-going support. It was clear from 
the interview data that the academics’ supportive pedagogy involved firstly addressing the 
possible stereotypical perceptions of international students as being largely homogenous and 
not able to adjust well to Australian education environment (Chalmers & Volet, 1997). For 
example, Blake (Marketing) focused on making students aware and appreciate the linguistic 
and cultural values that international students brought to the teams. 
[I told the students that] different people have different skills and as an international 
[student] you speak more languages than I do. I speak only one language badly, English, 
you are multi-lingual even before you get to Australia. That is huge. Particularly in 
Business when we talk about global business, if one of your team is multi-lingual and 
has international experience, that is fantastic.  
Then the academic highlighted the value of teamwork and suggested how that whole team 
could work with synergy. 
…But none of us is fantastic in everything. You’re gonna need help finding some of 
your deficits and your group is there to help you highlight that…So you have to find out 
in your group who is the best writer, who is the best strategic thinker, who is the best 
problem solver, who is the best creative designer. We [academics] tell them [students] 
you need to find out who has the skill. (Blake, Marketing) 
Blake’s guidance above was found to base closely on GLO 7, Teamwork, which emphasised 
students’ ability to recognise and bring together diverse talents and complementary knowledge 
and skills in a collaborative work. This indicated the role of the graduate attributes (and their 
descriptions) as both a driver and resource for internationalising teaching.  
Leask (2011) suggests that task management should ensure exposure to cultural diversity 
results in real benefits for student learning. A strategy adopted by Birrarung academics was 
empowering students to take charge of their collaborative work with some degree of 
lecturers’/tutors’ supervision and grades were awarded on the basis of individual contribution. 
The thing we do is they [students] assign roles for everyone in their group. They create a 
group work contract from the very beginning, when and where they are going to meet, 
what is going to be discussed in those meetings and they have to report back on those 
continuously as well. It’s about developing skills in group work and that’s part of what 
we scaffold throughout our course as well. (Blake, Marketing) 
My students get assessed on the quality of their contribution not as a team but as an 
individual. So even though it’s teamwork, they are assessed on the individual 
performance. (James, Project Management) 
While efforts were made to engage students in cross-cultural interaction and shared learning, 
the diversity of student demographics were not always an enabler. The interviewed academics 
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constantly stated that student diversity was less than desirable since the increased number of 
international students did not necessarily equate to increased diversity.  
I don’t think Birrarung have added much in terms of cultures. Maybe in the past, people 
had more students from, let me make up an example, Colombia in South America but we 
don’t have many students from South America these days because of whatever reason. 
In a way, we even lost a bit of that diversity. (James, Project Management) 
Not as much as I would like. I say that quite honestly. What we find in the Bachelor of 
Commerce is we have about 30-40% of all our students who are international students. 
Of those 30-40%, the majority comes from mainland China, next majority from India, 
then there’s a big gap that…you know…the next bigger cohort, but heavily dominated 
by China and India, undergraduate and postgraduate, definitely. That doesn’t add too 
much diversity. (Blake, Marketing) 
I must say [there is] quite a small number of international students [in my unit]. The 
students didn’t turn up consistently so it’s hard to say. I would say 20% - 30% are 
international students. In Management, it is less because the course is heavily 
theoretically based. And this is a second year unit. In the past, I taught first year units 
where it’s more mixed because they are core units. But this one is in second year and is 
not an elective for many majors. (Megan, Human Resource Management) 
According to the academics, the imbalance occurred between study majors as well. Within the 
Bachelor of Commerce, about 70-80% of all students majored in Accounting and Finance, 
which left just around 20% who studied other majors. As a result, it was reported that in 
Marketing only 4-5% of a classroom at the undergraduate level was international students and 
there were virtually no international students in Property and Real Estate. Addressing this less-
than-desired student diversity, an innovative practice to teach intercultural sensitivity could be 
one that was implemented in Management Information Systems where a capsule unit was 
simultaneously run with another university in Germany. Students had to work in teams that 
were cross-institutional so that they would gain the cultural understanding between the two 
groups.  
We had some cultural fictions, …so we had the situation where, for instance, one group 
had already been on a video call but the other side didn’t notice. And they made some 
inappropriate comments…you know…not culturally sensitive and obviously upsetting 
the other side.  It’s actually very hard to teach, but we are trying to create some 
sensitivity around cultural differences and around different attitudes to work. (James, 
Management) 
This kind of partnership, however, was few and far between. As an everyday practice, the 
participants exercised inclusive pedagogy to maximise the contribution of international 
students and thus being able to draw on their knowledge reservoir to enrich the learning 
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experience of all students. Inclusive pedagogy was demonstrated by the use of content topics 
that were relevant to international students. 
We really try to focus on things like global industry, global brands which are more 
familiar to all students, and students who have other home countries can actually provide 
some really great insights to the domestic students in the class. (Blake, Marketing) 
More importantly, inclusive pedagogy was exercised through the positioning of international 
students as co-constructor of knowledge (Green, 2019). 
One of the things that I personally do in class and seminars is I openly ask students who 
I know are international. I said ‘what’s it like in Malaysia? How did Coca Cola promote 
its Coke in Malaysia? Is that the same as they do in China or Burma? How does it work? 
Tell us educators because a lot of us haven’t been to these places and we need to know’. 
(Blake, Marketing) 
By repositioning international students away from the deficit framework through which 
international students are typically seen (see Leask, 2011a), the academic was able to engage 
students in their own knowing as well as to utilise transnational knowledge exchange for 
shared learning. Existing literature on internationalising instructions suggest that instructional 
strategies and expectations familiar with Western students, for example, small and large group 
discussions, students expressing their own ideas or teaching academics being seen as 
facilitators, etc., may appear highly offensive to students from non-Western cultures (Bond, 
2003). In this present study, the interviewed academics were mindful of the cultural differences 
rather than seeing international students’ silence or hesitation to engage as an inability. They 
acknowledged that for international students who came such a long way from their own 
country, family and friends to Australia, the new environment could be ‘very confronting’. As 
such, their shyness and withdrawal were the ‘cognitive dissonance’ (Festinger, 1957, in Ryan 
& Hellmundt, 2003) when they move between academic cultures, and the students needed to be 
supported and included, rather than being misjudged or marginalised. These perceptions paved 
the way for teaching academics’ exercising inclusive pedagogy to create an embracing 
environment for cultural differences. In other words, the internationalised curriculum became 
the ‘third place’ (Crozet, Liddicoat, & Lo Bianco, 1999, p. 13) where different cultures met and 
became recognised, and reconstructed meaningful cross-cultural dialogues (Leask, 2008). In 
this sense, the academics’ inclusive pedagogy was also engaging pedagogy, through which 
learners were encouraged and supported to actively participate in their learning and to construct 
knowledge for themselves as well as fellow students. 
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As mentioned earlier, the less-than-desired diversity on campus was a considerable 
social, cultural blocker for intercultural learning. However, this could, to some extent, be 
compensated by the diversity of off-campus student population. An important enabling factor 
was the use of advanced communicative technology in teaching and learning as Birrarung 
committed to in its vision and mission statement (see 7.3.2). The benefit of digital technology 
and the role of online student communities were recognised by academics. 
I think as our use of technology proved here at Birrarung…more online students who are 
international and they’re still sitting at home. There was a trimester where I had one 
student, at least one student on a different continent on the planet and because of the way 
we use technology, they were able to interact with each other and with the class, with 
students on campus. You know, a huge number of students actually benefit from that. 
(Blake, Marketing) 
On the one hand, digital technology was acknowledged for bridging the geographical distance 
and facilitating collaborative learning. There were, paradoxically, concerns about its impact on 
students’ lifestyle when technology was considered a solution to many educational problems. 
According to the participants, predominant issues for on-campus students were the lack of 
attendance and engagement.  
We are really saying about changes in the students’ lifestyle in the sense that not only do 
they not attend classes, when they are real or virtual, we provide them with recordings 
and livestreams, but they are not accessing those either. (Blake, Marketing) 
Like students everywhere, we have a very number who haven’t looked at any of the 
material. There’s a hundred who only looked at a very limited amount of materials. They 
don’t look at the learning materials, they only looked at the assignments. (Samantha, 
Business) 
I think it’s definitely a problem in the classroom. It [technology] is good in the sense that 
students don’t have to be in the class. I can observe that the number of students watching 
my lecture recordings online is not huge. The problem is not all students are self-
disciplined enough to listen to all lectures fully and not many students attend lectures 
and tutorials. (Megan, Human Resource Management) 
As teaching staff, the participants strongly believed in the significance of students’ attendance 
and engagement, whether physically or virtually. Blake (Marketing) said, 
I can’t make someone learn, but I can provide part of that experience as long as they 
provide the other part that comes and meets me in the middle and we create this learning 
experience together. But if they are not there, how is that kind of thing going to be 
created?  
In order to tackle the issues, the academics chose to adopt different engaging pedagogical 
practices. For instance, Blake (Marketing) strove to bring the online students into the campus 
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through learning activities so they were present in the classroom and interacted with campus-
based students. However, this was apparently not feasible in many cases since those online 
students who opted for distance learning would have genuine reasons preventing them from 
being physically present on campus. Though considering these issues ‘a crisis point in 
university education’, Blake admitted that an optimal solution was hard to find. Facing the 
similar problem, Samantha (Business) chose to design the course in the way that students must 
attend classes in order to acquire sufficient knowledge to pass the course. More specifically, 
each week’s lesson was built on that of the previous week: 
So we started in week 1, it is the foundation for week 2. Those two weeks are foundation 
for week 3. These three weeks are foundation for Assignment 1 and weeks 4, 5, and 6. 
All together are foundation for weeks 8, 9, 10, and then week 11 we have our mock 
interview. (Samantha, Business) 
The ‘scaffolded’ structure paired with the use of ‘students’ words of mouth’ were reported to 
be quite effective in improving student attendance and engagement with learning materials.  
So students tend to turn up. In my seminars, I have from 24 to 29 students out of 51 
students per week in each seminar. Some week we have 60%; some 95%; so the average 
is 70%.  
[Regarding] The online materials, we relied on the students’ word of mouth, particularly 
among the international students. [We told students] ‘If you want to pass this 
assignment, you have to read th material’. When we have one [student] to get the idea, 
who worked it out, they go and tell their friends, and then they all do it. So we have a 
fairly good utilisation of material online. (Samantha, Business)  
This strategy may appear to be superficial rather than producing transformative, deep learning 
as it relied on students’ extrinsic, instrumental motivation. However, as emphasised by Blake 
(Marketing) above, it was first significant that the students be ‘there’, at the ‘meeting place’, 
for teaching and learning to happen. As the strategy could improve students’ engagement, even 
though mostly in quantitative terms, it could be a good practice to address the tensions between 
the students’ well-respected flexibility at Birrarung and the needed commitment and 
responsibility from the students’ part.  
In short, the investigation of academics’ doings in the domain of instructional strategies 
and pedagogy in this section revealed that the academics employed supportive, inclusive and 
engaging pedagogy to accommodate diverse students’ learning needs, to engage them in their 
learning process and to foster international, intercultural learning. These three types of 
instructional strategies and pedagogy had commonalities with the emerging international 
pedagogy that Tran (2013a) discussed within the context of Australian vocational education 
 145 
 
and training (VET). Central to these pedagogies were the recognition of the ‘tremendous 
potential and invaluable resources’ (Tran, 2013a, p. 504) students of various cultural 
backgrounds bring to the international classroom, the harnessing of classroom situations to 
enrich international, intercultural learning and the ‘care factor’ for improving student 
experience. 
8.3.3. Assessment of student knowledge and skills 
Together with teaching and learning, assessment has a central role in IoC (Leask, 2011). At 
Birrarung, the assurance of learning process was carried out every three or five years with all 
courses across the whole school of business to ensure that all the skills specified by the GLOs 
were assessed. In other words, assessments of student knowledge and skills were highly 
outcome-based.  
We do that [ensuring students achieve the GLOs] by assessing all of those skills at 
different points in time. One unit can’t do everything but [in] the unit that is responsible 
for, for example, GLO8 [global citizenship] there has to be assessment tasks associated 
with that so that we can see the students meet the minimum threshold that is acceptable 
to whatever discipline we are talking about. (Blake, Director of Teaching and Learning) 
As interpretations and minimum thresholds of international, intercultural understanding or 
global perspectives vary greatly across different disciplines and can be embedded in the 
development of disciplinary knowledge and other transferable skills (see 8.3.1), assessments 
could take various forms. However, the assessments were quite often designed to link students 
to the profession and/or the professional tasks that they would do in real world once leaving 
university.  
We’ve applied a new assessment this term to measure the self-management learning 
outcome. This is brand new, only 5% [of the summative assessments]. We asked 
students to write a cover letter to articulate what they actually learned from the unit and 
how they can apply those in a management job. Most management positions will ask 
you to have the ability to communicate, to work with people and motivate people. So 
they are required to articulate and give evidence of their skills. (Megan, Human 
Resource Management) 
We are very proud that every one of our units [within the Bachelor of Commerce] has, 
you know, the major assessment item is an authentic assessment. (Blake, Director of 
Teaching and Learning) 
The focus on the university’s capacity to develop graduate employability in line with the 
workplace (Gribble et al., 2015) was an enabler for this practice. According to Blake, the 
employment of authentic assessments was a big change that took years to accomplish. In the 
past, assessments were predominantly based around tests and essay writing. Since these forms 
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of assessments were of little relevance to real-life practices - marketers or bankers neither do 
tests nor write essays as part of their everyday job - there was a need to entirely transform 
study courses to make assessments become more approximate to the workplace and thus have 
more real-world value.      
The data analysis showed that assessment of student outcomes at Birrarung involved 
five dimensions proposed in Deardorff’s (2006) adapted Program Logic Model, namely inputs, 
activities, outputs, outcomes and impact.  
In terms of inputs, a critical resource to help achieve the goals of assessing students’ 
knowledge and skills, particularly the transferable skills, in an authentic manner was the 
university’s partnerships with external organisations and employers. In a Marketing unit, for 
example, an organisation was invited to the classroom to play the role of the client and set the 
task, or ‘activities’ as in Deardorff’s model, for the assessment.  
Last trimester, the organisation that I invited was a non-government organisation who 
provides services and support to the homeless and the at-risk in Melbourne. Now what 
the students should do as part of the assessment…they provided the brief. They wanted a 
communication plan that would attract more volunteers between the ages of 18 and 35... 
(Blake, Marketing) 
It is worth noting that this was a foundation unit at the introductory stage, i.e. scaffolding 
internationalisation, where the learning outcome was understanding of internationalisation 
within the field of marketing. The above assessment task required students to do an 
environmental analysis, both macro and micro, and that involved them also in researching the 
global marketplace. As the academic elaborated, 
They [students] had to look at labour and regulatory frameworks, the social framework, 
ethics, economics…which included the international environment. Then they had to 
actually identify who the target market is, who they have the segment market for the 
consumers, identify who the target market was and position their particular plan 
accordingly. (Blake, Marketing) 
The interview excerpt showed that in order to successfully complete the assessment activity, 
students had to think like a marketer and take on ways of being a marketer in the global market. 
In this aspect, the authenticity attribute of the task was strongly revealed. Vu (2011) argues that 
authentic assessment ‘increase(s) students’ awareness of who they are becoming and 
contribute(s) to the process of striving to take responsibility for their being’ (p. 11). By 
assigning students to write a marketing plan, which is ‘something a junior marketing graduate 
would have to do in the first five or seven years at work’ (Blake, Marketing), the assessment 
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was similar to a work-integrated-learning task. Since the assessment strengthened the link 
between education and the real world, it was found to have values in preparing students for the 
future workplace. 
Similarly, in the Brand Management unit, intercultural knowledge and skills were 
embedded in and actively assessed as part of an authentic assessment task. That could be 
launching a brand in a particular continent, requiring students to take multi-cultural factors into 
account. According to Blake (Marketing), authentic assessment was used course-wide and for 
assessing other learning outcomes such as critical thinking and problem solving as well. In 
those real-world assessment tasks, it ‘invariably always has an internationalisation aspect’. 
Having said that, conventional exams still exist for the purpose of accreditation. This appeared 
to be an unfavourable material-economic arrangement that hindered the creation of various, 
coherent authentic experiences to better prepare students for life and work beyond formal 
education. As Blake put it, ‘[if] we don’t have to have the exams at the end, we can create 
multiple deliverables through the trimesters, one fits into the next which fits into the next 
which fits into the next’. This form of assesssment was widely considered by academics and 
students (later discussed in Chapter 9) as having little relevance to real-life practices. Hence, 
there is an urgent need to ‘problematise the normal’ (Whitsed & Green, 2015) material-
economic arrangements that prefigure curriculum practices.  
Beyond outputs, be it a marketing plan or a new brand strategy, the outcomes of 
assessments refer to the resulting effects of the outputs (Deardorff & Van Gaalen, 2012). From 
the interview data, outcomes of assessments of students’ knowledge and skills at Birrarung 
involved both short-term and long-term outcomes. Short-term outcomes were the demonstrated 
knowledge and skills students obtained in one learning unit. It could be the awareness of ‘the 
differences in everything to do with international market’ or ‘the ability to work with real 
clients, businesses or individuals’. Long-term outcomes were on a deeper level and could be 
less tied to the set goals, i.e. the GLOs. For example: 
For me personally, one of the main outcomes that I would like my students to have is to 
come away with the story of what their identity is. For me, it’s important that students 
develop during their time at Birrarung an identity that they take away which basically is 
part of the Birrarung curriculum, part of the knowledge they acquired, part of their 
background, part of their experience, the experience they had in the Australian setting. 
(James, Management) 
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Arguably, long-term outcomes as such cannot result from or be measured by a single piece of 
assessment. Rather, they are built along the whole students’ journey of constructing knowledge 
and acquiring skills. However, as James said, 
I basically see every unit as a piece of a puzzle, and you motivate students to engage in 
extra-curriculum activities as well. You basically get them to reflect on experiences. You 
can look at the piece of puzzle and say ‘Okay, part of my unit teaches them about 
teamwork, about how to interact with people from all over the world’. That’s sort of 
what I try to stimulate and motivate. And I’m hoping that throughout their course, they 
will have other pieces that actually help them to shape their identity. By and large, I 
think the course is quite good because we do stimulate different aspects through 
different learning outcomes. So we’re trying to have a fairly holistic graduate at the end. 
In terms of impact, the embedding of transferable skills and contextualised global perspectives 
as learning outcomes and the development of clear rubric criteria12 were seen to ‘definitely 
improve students because it [transferable skills and global perspectives] is something they have 
to explicitly think about’ (Melisa, Course Review manager). It is generally agreed that 
assessment can impact on student learning, providing students with learning motivation, 
guiding students towards suitable learning approach, and generating feedback to feed forward 
learning (Vu, 2011). According to Melisa, making learning outcomes more explicit in 
assessment tasks and assessment criteria was ‘a very significant step’ to impact on learning as 
well as teaching. Similarly, the vigorous requirement on building clear rubric criteria created 
opportunities for academics to contextualise the generic learning outcomes into their own 
discipline and teaching units. This process could also feed forward teaching since academics 
could improve teaching content, activities, assignments and pedagogy to ensure that the 
education students received is of better relevance to their future life and work. Melisa (Course 
Review manager) remarked that, 
In the last two years, the course enhancement process has made academics think more 
explicitly about transferable skills or graduate employment initiative here in our Faculty. 
So when we are talking about career planning, we are more mindful of who the students 
are and what the variety of professions that they can get into are, not just locally but 
more globally. We’re even helping students understand that we’re doing this, those are 
the opportunities opened up for [them], not just locally but globally. I think it’s 
definitely helping students.  
The use of authentic assessments was a significant initiative to assess and ensure the 
achievement of GLOs. The assessments were authentic in the sense that they linked education 
to the real-world and engaged students in the processes of knowing, acting and being in light of 
                                                 
12 assessment marking criteria 
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who they were becoming. Even though the degree of global perspectives and intercultural 
learning may vary across disciplines, the explicit, course-wide embedding of those knowledge 
and skills into assessments as well as the development of specific rubric criteria had a positive 
impact on raising academics’ and students’ awareness. These practices, if sustainable and 
widely spread, have the potential to make internationalisation become an institution-wide 
culture. 
8.4. IoC practice at the classroom level - The relatings dimension 
According to Kemmis et al., (2014), an exploration of practitioners’ relatings draws attention to 
the ‘medium of power and solidarity which always attend practice’ (p.30). Contemporary 
social-political developments in Australian HE (see 7.2) placed universities in a ‘changing 
matrix of power’ (Ball, 1993, p. 106) and academics’ work in a new light. These contextual 
changes were found to impact Birrarung academics’ relationships with the management, their 
colleagues, and students. 
Academic–management relationship 
The interview data indicated that legitimate power (French and Raven, 1959), one party’s right 
to influence and the other party’s obligation to accept that influence, was predominant in the 
academic-management relationship. The data analysis found that regarding IoC, Birrarung 
management exercised their legitimate power upon academics through a combination of 
imposition and empowerment. The rationale for this strategy was: 
If we only have the top-down approach, then there was a danger that it [IoC] would end 
up as a tick-box activity and if the only thing was that I was the only one who was 
supporting it [IoC], then there could be something that people keep saying ‘yes, good to 
do’, but they would have kept on putting it on the back burner. (Melisa, Course Review 
manager) 
The top-down imposition in the case of Birrarung did not mean an entire lack of teaching 
staff’s involvement in the decision-making process regarding curriculum and 
internationalisation, but that the curriculum was more prescriptive and teaching staff were 
obliged to adhere to it. The process of curriculum development and enhancement involved 
various stakeholders, including unit teams, an overriding course team, accreditation agency, 
and industry advisory board who provided forecasts about the industries. With the involvement 
of numerous parties as such, academics’ autonomy in teaching was considerably reduced.   
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This is another challenging discussion that I had to have with my colleagues. We all 
know that there’s this phrase, academic freedom. One thing that I do have to say is as an 
academic, yes you have freedom in some areas, you don’t have freedom when it comes 
to teaching, necessarily. (Blake, Director of Teaching and Learning) 
Paradoxical as it might seem, this approach to academic freedom was explained by two major 
reasons. First, it took a great amount of time, effort and resources to embed certain learning 
objectives in certain units and to scaffold those within the whole course to assure desired 
learning takes place. Once it had been agreed that the curriculum benefited students, there was 
no space for academics’ subjective preferences. As Blake recalled, 
There was a lot of resistance…Once we start talking about we need to embed it 
[internationalisation] here, here, and here like three units, for example, a lot of people 
would say ‘no, I wouldn’t like it in my unit, the way I teach my unit is the way I like to 
teach my unit. And so we had to explain to them that your unit doesn’t exist in isolation, 
your unit is part of the course.  
In circumstances where teaching academics wished to make changes, they had to go through a 
complex process, including discussions with their unit teams and obtaining of approvals from 
the department, the faculty and the university. Most importantly, the proposal must have ‘a 
very clear pedagogical rationale based on evidence’. The evidence could be from the 
academics’ own teaching, from research or from other institutions/contexts, but could not 
merely from his/her personal preference.  
Second, the rationale for the prescriptive curriculum was to ensure ‘equity and 
consistency in learning experiences’ for students. This aim was realised in policy regarding the 
time lapse between approvals being obtained and changes taking effect.   
Any changes can’t be made in the same academic year that the unit is offered so, for 
example, if we offer a unit three times during an academic year, it has to run the same 
way all times before any changes are made because otherwise students who do it either 
the first time or the second time, either before or after the changes have been made are 
either advantaged or disadvantaged. (Blake, Director of Teaching and Learning) 
Also for the reason of consistency, teaching academics were given less freedom when it came 
to the pedagogy, the curriculum, and the assessment. They did have freedom in terms of 
assessment topics or mode of delivery. For example, academics could decide how they wanted 
to actually deliver the unit, be it traditional two-hour classes, or one-hour seminars. Still, the 
academics were required to discuss those decisions with the department and the faculty ‘to 
make sure that it fitted with the timetable’ and ‘there [was] no disadvantage for the students’ 
(Blake, Director of Teaching and Learning).  
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On the one hand, the top-down imposition approach was a positive sign of the 
university’s strong commitment and vigorous action towards IoC. This, however, risked 
depriving teaching academics of their desired level of authority and expert power which would 
likely increase their resistance to internationalisation initiatives (Trowler, 1998). Also, once 
adherence to the descriptive curriculum became a performance indicator, it might demotivate 
academics to come up with their own initiatives and to spend effort making changes happen. 
While exercising their legitimate power in making IoC a mandatory priority, Birrarung 
managers complemented the top-down directives with an abundance of staff training and 
support. Positioning teaching staff as being skilful in their teaching, the managers recognised 
the need to seek a shared understanding of and commitment to internationalisation.  
My colleagues are good at what they do; they wouldn’t be here if they’re not. So, if you 
are good at what you do, how can I help you to do it? That’s what a lot of the Directors 
and the Heads of school… that’s what we have to do, we have to really motivate and 
empower our staff to make these changes. (Blake, Director of Teaching and Learning) 
What we’ve done is first of all helping them understand why we are doing IoC, why it is 
important…It’s important for academics to own it…One of the things we try at the 
Business School is rather than using a deficit model, we try to use a model where we try 
to empower the staff…Because I strongly believe that when academics get it, it is easier 
for them to teach to students. But if academics don’t get it, then there’s a strong 
likelihood that there’s a tick-box approach. (Melisa, Course Review manager) 
While recognising that in most cases a lack of understanding and IoC skills was a source of 
staff’s resistance, a ‘value-filter’ was incorporated into staff recruitment.  
I think it happens in every workplace [that] you get some people who wouldn’t want to 
come on board with a particular direction. Whenever we hire new staff, this is part of the 
hiring process. This is what we stand for here at Birrarung, this is what we do, we focus 
on… So if you’ve got a problem with that, maybe Birrarung is not the right place for 
you. (Blake, Director of Teaching and Learning) 
In order to tackle the issues of IoC understanding and skills, various informal conversations 
and hands-on support were provided to staff via capacity-building workshops. The approach 
taken was making ‘subtle changes’ to gradually ‘make a change in the mindsets’ (Melisa, 
Course Review manager) 
I think the way we rolled it out is not in the sense of ‘Look, this is a fantastic thing that’s 
happening’ but rather we’ve really gone low-key...One of the things we’ve been trying 
to do is to make subtle changes, rather than saying ‘Oh my God, your unit is not 
internationalised’. What we start with was ‘What are you currently doing’, ‘What else 
can we do?’, ‘Can you do a little bit of this?’, ‘Can you do a little bit of that?’… 
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I try to combine different things that are required from staff. So rather than saying you 
have 20 initiatives, I try to build the synergy, bringing in all the initiatives so that 
internationalisation is just part of good teaching practice that we should anyway be 
doing. (Melisa, Course Review manager) 
As this participant further informed, the capacity-building workshops also provided teaching 
staff with support in contextualising the very broad construct of IoC into particular disciplines, 
designing teaching and learning activities, preparing learning resources for students and 
developing assessments and rubric criteria. These PD activities for staff were reported to be 
effective, which was evident in ‘a growing awareness of what the different elements of IoC 
are’ and that ‘lots of academics have had conversations or opportunities to think of how they 
can embed it’ (Melisa, Course Review manager). 
In brief, the academic–management relationship exhibited the management’s legitimate 
power which was manifested in both the imposition of IoC and the empowerment of academic 
staff. While making strong articulations about their IoC commitment and seeking staff who had 
a shared vision, Birrarung management provided academic staff with abundant resources and 
professional development. These favourable cultural-discursive and material-economic 
arrangements helped explain the academics’ sufficient understanding and pedagogical 
practices, presented in the previous sections, despite the potential demotivating impact of the 
top-down imposition approach.  
Academic–colleague relationship 
As already touched on in the preceding section, although the unit team were responsible for all 
the teaching, there were abundant sources of support regarding internationalising the 
curriculum. Such arrangements for IoC provided opportunities for cooperation between 
teaching and IoC supporting staff. As Melisa (Course Review manager) informed, 
There are many more people who can contribute. So people from language and literacy 
skills or people from peer mentors can contribute, we [managers] can support, my team 
[teacher developers] can support.  
Since teaching an internationalised curriculum was challenging, requiring academics to possess 
a new, broader set of knowledge and skills beyond their disciplinary areas, such cooperative 
relationship was desirable and beneficial for the learning curve of both teaching staff and the 
teacher developers. On the one hand, the IoC experts may assist teaching staff, who are more 
likely to conduct research on their disciplinary field than on internationalisation, inform their 
teaching with ‘best practices’ of IoC. On the other hand, the ‘real-life’ issues and/or success of 
implementing IoC contribute to enhancing the expertise of supporting staff.      
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While the IoC literature increasingly highlights the critical role of teaching staff, 
contemporary happenings related to globalisation and IoHE ironically devalue the role of 
teaching. The most influential social-political factor perhaps is the movement of the Australian 
HE sector towards a marketised model based on demand-driven funding. Specifically, 
government funding for universities was allocated according to the actual number of enrolled 
students. As Blake (Marketing) saw it, this ‘damaged every university’s admission policy’ 
since universities became ‘too anxious about people’s money’. As a university’s reputation and 
ranking are deciding factors for students’ selection of study programs and host institutions 
(Marginson, 2006), improving global ranking is critical for universities. In this ranking 
competition, research performance is key (Marginson, 2007), which was seen as a devastating 
issue.  
I think unfortunately at university at the moment, in Business School, I don’t know 
about others, teaching has been marginalised. Research has become the number one 
priority even though the only reason these institutions exist are the students. So we are 
saying staff focus on their research and focus much much less on their teaching. I think 
that devalues the curriculum. I think that devalues the student experience and the 
learning journey that students are on. (Blake, Marketing) 
The information role of research in teaching, and perhaps any professional job, is undeniable, 
particularly when teaching the internationalised curriculum is essentially engagement with 
‘internationally informed research and cultural and linguistic diversity’ (Leask, 2011, p. 249). 
However, focusing equally on both teaching and research is probably too much of a pressure, 
particularly when internationalising teaching calls for the skills and attributes that many 
academics do not necessarily feel they have (Leask, 2004). In Blake’s words, ‘we [academics] 
try to be too many things to too many people’. While agreeing that universities should focus on 
both teaching and researching, he suggested having ‘an acceptance that both are important and 
that both have different skill-sets’. In this academics’ viewpoint, 
There are going to be academics that are excellent teachers, absolutely fantastic teachers. 
But because they put so much time and effort into their teaching, they don’t have time 
and effort to do research…While academic staff who are excellent researchers and 
publish and publish and publish, their rewards are not to teach. So you are losing that 
nexus between teaching and researching.  
The fact that research outputs were increasingly used as a major performance indicator for 
rewards or sanctions (particularly when less teaching load was used as reward) risked 
devaluating those academics who teach (particularly those who only teach) and driving them to 
feel sidelined. At the same time, the ever-present ‘publish or perish’ paradigm draws lecturers’ 
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attention away from teaching and learning (Freudenberg, Brimble, & Cameron, 2011), which 
ultimately disadvantages students. As learning and teaching are at the heart of IoC and teaching 
the internationalised curriculum is essentially informed by international research (Leask, 
2011b), it is vital to have a more balanced teaching-research nexus. Since disciplinary 
academics may mostly do research in their particular field rather than in international 
education, this points to the vital role of professional support from academic developers who 
are specialists in IoC. 
Academic–student relationship 
The academic-student relationship largely involves academics’ positioning of students 
according to (i) the perspective of learning needs rather than demography, and (ii) being co-
constructors of knowledge. 
Perceived prejudice about international students is reported in existing literature (e.g. see 
Chalmers & Volet, 1997). In this study, however, the academic participants were found to be 
aware and tolerant of differences in students’ attitude and behaviours, and show sympathy for 
the possible tensions that students might be experiencing. For example, they saw international 
students’ hesitation to participate not necessarily as a permanent character or ability weakness 
but temporarily resulting from the change of environment. 
I think when you come such a long way from your own country, from your own family, 
your own friends and all the things you know, it’s very confronting, it’s very scary and 
you do become a bit more shy, a bit more withdrawn. (Blake, Marketing) 
Also, they respected the students’ past, study motivations and future lives, as well as taking 
these factors into account when supporting students to shape their educational experience. 
We provide the classroom environment for the campus students where all of the options 
are okay. You know, I’m doing accounting because Mom and Dad want me to; I’m 
studying accounting because I love it; I’m studying accounting because I think it will get 
me permanent residency in Australia. They all have to be okay options. No judgement. 
What we have to do is to make them really think about why and how they’re going to do 
it... (Samantha, Business) 
The interview excerpts lend support to the ‘care factor’ that students received at Birrarung (see 
8.3.2) and to the academics’ positioning of students in terms of needs rather than demography. 
As Melisa (Course Review manager) elaborated, 
Most academics acknowledge that students come from different perspectives and they 
do try to attend to personalised learning needs, they do try to personalise the learning 
environment. And rather than actually looking at students as international cohorts and 
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domestic cohorts, they look at them more as ‘what are the needs of different cohorts of 
students?’ […] and they do try to embed it within their courses.  
This view of students is not culture-bound and accounts for differences at the personal level 
rather than at the cohort level. Jones (2017) argued universities need to develop an inclusive 
approach to welcoming students to university to address the social and cultural needs of the 
whole student body rather than making a simple distinction between domestic and international 
students. This argument is particularly relevant to the Australian context because of its 
increasingly culturally diverse population. Student diversity does not broadly refer to 
nationalities (which potentially creates a divide between privileged and non-privileged groups) 
but can really be put down to language competence, academic preparation, and learning needs, 
etc. Such perceptions encourage nurturing relationships between academics and students. This 
in turn may encourage culturally inclusive pedagogy, a ‘more open-ended form of pedagogy’ 
(De Vita & Case, 2003, p. 393) with which different perspectives are heard and explored. 
Apart from attending to students’ personalised needs, the academics strove to engage 
students as equal partners and co-constructors of knowledge and learning.  
One of the things that I personally do in class and seminars is I openly ask students who 
I know are international students. I said ‘what is it like in Malaysia?… Is that the same 
as they do in China or Burma? Tell us educators because a lot of us haven’t been to these 
places and we need to know’. And when I put it like that it’s really interesting to see the 
expression changes in the students’ faces into enthusiasm because it’s almost like 
sometimes they didn’t think that their opinion would be valued, whereas the whole point 
is of course it is valued, like we [educators] need to learn, you [students] are teaching us. 
This is a dialogue. (Blake, Marketing) 
The students’ positive response, as in the above extract, suggested that changing assumptions 
about the students’ (and teachers’) identities and roles may have an impact on classroom 
rapport, students’ motivation and engagement. Student engagement in IoC requires a 
repositioning of students, not as passive subjects in education but as co-creators in the 
‘dialogue of learning’. Green (2019) argues that this would pave the way for ‘a powerful – and 
quite radical – alternate social imaginary’ (p. 14) to the neoliberalism that views students as 
customers consuming ready-made educational products. According to the author, the students-
as-partners approach brings about ‘a greater sense of empowerment, ownership, agency, self-
efficacy, and resilience’ (p. 25) and potentially engages students in the ‘ontoepistemological 
exploration’ (p. 25) of global learning. At the classroom level, as illustrated above, such IoC 
practice did not seem to require rich resources apart from academics’ awareness and 
willingness to utilise students’ social and cultural capital as well as efforts in establishing open 
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and trusting relationships with their students. However, the less-than-desired diversity in some 
classrooms and reduced student attendance (see 8.3.2) were hindering material-economic 
arrangements that prevented academics from sustaining this emancipatory, transformative 
practice. 
8.5. Conclusion 
This chapter examined Birrarung academics’ experiences of teaching the internationalised 
curriculum. Using the theory of practice architectures as the theoretical lens, the chapter looked 
at the sayings, doings, and relatings dimensions of academics’ practice. This study found that 
from the viewpoint of academics IoC is related to all aspects of the formal curriculum and must 
go beyond the infusion of overseas case studies or stand-alone international study units. This 
perception was manifested in the two simultaneous dimensions: contextualising and embedding 
global perspectives at study-unit level and scaffolding global perspectives and transferable 
skills at course level. Global perspectives and intercultural learning, though varying across 
disciplines, were also embedded in assessment tasks, some of which were authentic, engaging 
students in real-world professional practice. When teaching the internationalised curriculum, 
the academics employed supportive, inclusive and engaging pedagogy to harness the classroom 
situations, to accommodate students’ diverse needs and to engage them in learning. These 
pedagogies resulted from academics’ positioning of students as co-constructors of knowledge 
and from the perspective of learning needs rather than nationality and cultural backgrounds. 
Such pedagogical practices had commonalities with international pedagogy (Tran, 2013a) 
which recognises and harnesses the invaluable resources of international classrooms.  
While the overall picture seems positive, these IoC practices, as later discussed from the 
perspective of Birrarung students’ experience, are still inconsistent across different study units 
and courses. The biggest challenge for academic staff is the complex nature of IoC. Adopting a 
holistic, embedded model for curriculum internationalisation, or for the development of 
graduate attributes more specifically, is arguably challenging (Green, Hammer, & Star, 2009) 
and time-consuming. As Blake (Marketing) said, ‘It is hard. It is difficult, particularly when 
you don’t understand it… Not like other priorities that we are doing in teaching, we actually 
need thinking time…you need time to think before you put the strategies and frameworks into 
place. That’s probably the biggest challenge.’ Leask and Bridge’s (2013) conceptual 
framework of IoC indicates that the key elements of designing an internationalised curriculum 
must be seen through the lens of both dominant and emerging paradigms. This complex 
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process requires time and space on the academics’ part to reflect and absorb new ideas and 
philosophies. Since the above IoC practices at Birrarung Business School are just recent (see 
8.2), it is realistic to expect that such progressive initiatives will take some time to become 
institution-wide. According to a participant, what they were actually able to do was ‘to 
understand a little bit of how to do curriculum internationalisation in an educational way’. The 
embedding of global perspectives in teaching content and assessments as well as academics’ 
inclusive pedagogy, might not be showcases of ‘best practices’ just yet, but were encouraging 
signs of the institution’s working towards comprehensive internationalisation of teaching and 
learning. 
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Chapter 9. Case study 2 – Birrarung University: Students’ 
experience of internationalisation of the curriculum 
9.1. Introduction 
This chapter presents data analysis of focus groups and individual students (see 3.5.2 and 
Appendix A) considering how Birrarung students experienced IoC. As with Chapter 6 on the 
Vietnamese data, the students’ learning experience is understood as a totality of students’ 
interactions with the internationalised curriculum and their perceptions of their academic 
experience, engagement and campus experiences. The chapter commences with the Australian 
students’ understanding of the requirements of their aspired profession and their initial 
expectations of the study programs to provide a background for understanding the students’ 
recounting of their own engagement and attainments.  
9.2. Perceived requirements of professional practice 
In Australia, employability skills have been promoted within the mainstream HE curriculum 
for at least two decades (Jones, 2013). At Birrarung, optimising employment prospects for its 
graduates is a core focus of the curriculum (see 7.2), manifested in the systematic development 
of eight GLOs, indicating the significance of students’ possessing a diverse skill-base apart 
from disciplinary/specialist knowledge for their future employment and career success.  
Focus group interviews with Birrarung students from various study majors revealed that 
the students are realistic about the competitive job market and the need to prepare themselves 
beyond the attainment of an undergraduate degree which, in their belief, is a pre-requisite but 
not necessarily a determinant for securing a place in the job market.  
I think companies may see universities almost as a validation, like ‘oh yes, the students 
are aware of or know the basic skills’… I think it is common now that, from what I 
have heard, they [employers] no longer just ask you about your bachelor degree… 
(Mathew, Finance) 
Throughout the focus group data-set, there emerged three major conditions to be met for a 
successful job, i.e. (i) job-specific technology literacy, (ii) soft skills such as communication, 
time management and leadership, and (iii) professional connections. According to the 
participants, the required skills not only depend on the nature of individual professions but also 
vary due to the type (and size) of different businesses in the same field.  
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I think it depends on the area. For example, in accounting you need more hard skills to 
use the technology, but in sport management you need more soft skills. (Oliver, 
Accounting/Sport Management) 
[It] really depends on what you want to do. If you want to work for a public firm...big 
accounting firms in Top 10… they wouldn’t ask for any technical skills. They would 
ask for more soft skills like communication, leadership and time management…But if 
you go to the small firms or…corporate firms, they would definitely want to see if you 
can use all the programs, the technical stuff. (Amelia, Accounting) 
As Amelia further elaborated, small businesses normally do not train new employees in using 
technical programs, probably due to limited training budgets and resources. Research on 
employers’ expectations and graduate employment in accounting, such as those by Blackmore 
et al. (2014) and Bui and Porter (2010), found that while big firms attached minimal 
importance to technical accounting skills, medium and small firms prioritised graduates with 
good technical accounting skills and interpersonal skills. In this study, the participants were 
aware that in order to get the first job, a critical ‘building block’ into the profession, they have 
to possess sound technical knowledge and skills of the discipline, since this was one 
expectation of smaller firms. 
Regarding technical skills, some student participants particularly mentioned job-
specific technology literacy. Such perceptions reflected their awareness of the changes that 
automation and digitalisation brought to professional roles. 
I would say the knowledge in taxation and financial accounting, yes, they definitely 
help you as a tax agent…but we are operating all the things on computer and you 
already have [computer] programs. The boss doesn’t expect you to know how to 
calculate; they expect you to know how to use the programs. (Isaac, Accounting) 
I think for accounting and business analytics nowadays we really need the ability to use 
the programs…the accounting programs that are used by employers…My parents have 
a kind of business, so they have a system that is already in, so I was aware that it is 
really important for accountants and business analysts to know the stuff [accounting 
programs] and to be really comfortable with it. (Daniel, Accounting) 
Mohamed and Lashine (2003) find that while knowledge of accounting information systems 
and analytic skills were only considered job seekers’ advantage in the past, it has recently 
become a practical necessity due to the advancements in data management and the increasing 
need for higher business efficiency. Although the ability to use job-specific information 
systems appeared to be more important in some specific areas, the student participants agreed 
that ‘in any course we need to learn about technology development in order to keep up with the 
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workplace’ (Oliver, Accounting/Sport Management). Technology literacy has become an 
integral part of the technical knowledge and skills required in the workplace.   
The participants agreed that the labour market was focusing more on whether job 
seekers possess the soft, or transferable, skills. Throughout the data, communication skills were 
most frequently mentioned, referring to both English language competence (particularly 
emphasised by international student participants) and language registers, i.e. the level of 
formality with which language is used in specific circumstances.   
I think English and communication skills are necessary…especially for working in 
management. (Lucas, Commerce) 
I found communication skills very important; for example, if you email a client you 
have to know how to write in a very formal way. You cannot write a casual email but a 
professional email. (Isaac, Accounting) 
Though emphasising the importance of communication skills, no participants mentioned 
intercultural sensitivity as an element of successful communication. The role of intercultural 
exposure and competence in professional jobs was only indirectly mentioned by one 
participant.  
In order to be able to work efficiently and productively with other people in the 
workforce, particularly in management, we have to work with a lot of people…it is very 
helpful to communicate and to have connections with people from different ethnic 
backgrounds for the sake that we will be doing this when we are in the workforce. 
(Oliver, Accounting/Sport Management) 
As argued in section 6.2, the way HE curriculum is structured may communicate to students 
what knowledge and skills are valued for social functioning and professional practice. At 
Birrarung, each learning unit, with its own learning outcomes, was a building block towards the 
overarching GLOs. The analysis of six learning units’ Student Guides, provided by the 
participants, showed that apart from discipline-specific knowledge and capabilities, the GLOs 
that were most frequently linked to were communication, critical thinking, problem solving and 
self-management. Global citizenship, which is specifically related to the ability to develop a 
worldview and to understand different cultural perspectives, was stated as the learning outcome 
of only one unit. It is important though to note that these six learning units were taught in the 
final year of bachelor programs. Given that the eight GLOs were incorporated throughout the 
whole course of three years rather than in each learning unit, the final year Student Guides may 
only provide a narrow view of the whole picture. Yet, the infrequent presence of the Global 
citizenship learning outcome may represent a factor that contributes to the students’ under-
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estimation of the role and value of intercultural sensitivity as part of communication 
competency.  
The last requirement to be successful in the business profession, according to the 
participants, was professional connections or networks. Although a good network is arguably 
beneficial at any stage of one’s career, the students’ opinions appeared to gear more towards 
gaining employment than career development.  
This networking is so important… You need to have a starting point. When you know a 
person, your network will grow but when you know no one, you are stuck in there. You 
need to get the starting person. (Isaac, Accounting) 
Apart from personal capital, which includes both employment skills (professional and 
technical skills of specific disciplines) and employability skills (non-disciplinary, transferable 
skills supporting employment) (Blackmore et al., 2018), social capital within business 
networks was deemed vital. Connections with professionals in the field may arguably bring 
about employment opportunities as well as valuable mentoring at different stages of one’s 
career. In this sense, the ability to establish connections within the business world can be 
regarded as an important skill that contributes to the ‘relative dimension’ of one’s 
employability, i.e. promoting their differentiation in the job market (Brown, Hesketh & 
Williams, 2004, in Blackmore et al., 2018, p. 14).  
In brief, students’ perceptions of the requirements of professional practice provides a 
background for understanding their experience, particularly the academic aspects, of IoC. 
Although discipline-specific knowledge and skills were important for employment, ‘soft’, 
transferable skills and professional connections were considered more critical. 
9.3. Students’ expectations of the study programs 
Students’ evaluation of their educational experience depends on a complex set of influential 
factors, among which are preconceived expectations of the study program (Appleton-Knapp & 
Krentler, 2006). Of 13 student participants, only one had specific expectations about the 
content of a course. 
What I expected was it would be interesting because in sport management what they 
talk about is all about sports…international sports like basketball, soccer or whatever. 
But it was quite different from what I had expected because when you were in the 
lecture, most of the time the lecturer used Australian football or cricket as examples, 
which international students were like ‘okay, what are you guys talking about?’ (Max, 
Sport Management). 
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This international student chose his study program at Birrarung out of his personal interest in 
sports and Australia’s reputation in sport management education. His expectation concerned 
the coverage of teaching content, i.e. various kinds of international sports that are interesting 
and more relevant to international students, rather than only local sports. On the university 
website, the Bachelor of Business majoring in Sport Management claimed to provide graduates 
with expansive career opportunities at the local level of national and state sporting 
organisations through to international competitions. Among its learning outcomes were skills 
that are applicable to both amateur and professional contexts as well as to various issues 
ranging from cultural, social, ethical and global ones. It was then a rational expectation that a 
good amount of international content was incorporated. Planning to go back to settle in his 
home country after graduation, Max found his initial expectations of the international degree 
somehow unfulfilled. While understanding that such Australia-specific content suited ‘70% of 
the students in the class [who] are local’, this student expected a more internationalised 
curriculum in which a wide range of sports and contexts were taught and discussed.  
From the data analysis, employability emerged as the dominant discourse regarding 
students’ expectations of their HE outcomes. Instead of having specific expectations about 
individual aspects of study courses, the participants tended to generally assume or expect their 
HE degrees to provide them with better access to opportunities in the labour market.    
I did it because I wanted a bachelor degree. Because I did something else before this 
and I thought ‘it is related, I would do a property degree’… I feel like if you do a 
bachelor degree, [it] sort of puts you out there. Well, I know there is still a lot of 
competition but at least it still makes you more employable. (Larissa, Property and Real 
Estate) 
Well, I expected that we will be prepared for the workplace after we finish our course. 
(Daniel, Accounting) 
As illustrated above, although the students did not mention specific expectations regarding the 
academic side of their study programs, it was implied that what would be taught at university 
served sufficiently their ultimate purpose of gaining a good job in the chosen field. While 
acknowledging the importance of technical knowledge and skills, students increasingly saw the 
necessity of ‘added values’, be it ‘soft’ skills or professional networks. The participants 
expressed their expectation that the social side of their study program would afford them the 
opportunities to widen their network both inside and outside university. For example,  
I personally expected that there would be a lot of networking experiences… What I 
thought at the start was firstly I would get to finish my course and I would be able to 
know a lot of people. Then I [would] have a lot of connections with a lot of people in 
 163 
 
the industry, which would help me to get a job in an accounting role in the sport 
industry. (Oliver, Accounting/Sport management) 
For some students, such expectation was reinforced by the information they received during the 
study inductions where they had almost the first in-person contacts with their school.  
There were several [inductions]. There was a Head of School, who helped the business 
students for the first couple of weeks …He did mention that Birrarung had partnerships 
with some employers that employ a lot of graduated students. He also told us that they 
often prefer students who graduated from Birrarung. (James, Business) 
According to Graduate Careers Australia’s annual report on graduate recruitment practices in 
Australia in 2014, almost one-third of the Australian employers surveyed indicated that their 
relationship with particular universities played a role in their recruitment decisions (GCA, 
2015). A visualisation of good future job prospects given by the university could evoke in 
students a positive initial view about the worth of the study program. As James elaborated, at 
the outset of the study program, he only had a vague direction and sense of future employment. 
Knowing that the university had partnerships with employers gave him more confidence and 
motivation to invest in his study.  
The strong theme of employability across students from various study majors 
underpinned their conceptualisation of HE as a pathway to a ‘good job’ and that learning 
content leading to employability was valued content. From the focus group discussions, 
developing knowledge and skills from a course appeared to be highly career-oriented. As 
Kandiko and Mawer (2013) argue, ‘the advancement into a specific job or a career route more 
generally provided the frame of reference for students evaluating the utility of modules, the 
approaches to learning and extracurricular activity, and their trajectory through and beyond 
HE’ (p. 36). The student learning experience was seen through their own employability lens 
and the specific outcomes that aligned with the industry’s requirements. 
 Geiger and Cooper (1995) claim that students who value their study degree would be 
motivated and would likely gain higher achievements. Given that the student participants in 
this current research all valued their university degree as a worthy ‘path way’ to professional 
employment, it is hypothesised that they would ‘come into a positive relationship with their 
experience’ (Barnett & Coate, 2005, p. 139) and exert effort in certain forms of engagement.  
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9.4. Students’ learning experience in the curriculum internationalisation context 
9.4.1. Learning for professional practice 
This section presents information on whether student participants believed the internationalised 
curriculum had prepared them for the future professional work which they considered required 
technical knowledge and skills, communication skills (among other ‘soft’, transferable skills), 
and professional connections/network.  
Learning of technical knowledge and skills 
As discussed earlier, the students considered a university degree as worth pursuing partly 
because it serves as validation of a certain degree of expertise in particular fields. In terms of 
technical knowledge and skills, the majority of the interviewed Birrarung students believed that 
they had gained a great deal during the course of their study programs. For example, 
I think all the stuff about how accounting goes…before university I didn’t know 
anything about accounting, so it was like an eye-opener for me. (Daniel, Accounting) 
I like my course. I like it a lot. I really enjoy it. For the knowledge, [I would score my 
course] 10 out of 10 because obviously I did not know anything before I came here, but 
I’ve learned a lot. (Larissa, Property and Real Estate) 
These two students, one with and the other without clear expectations, were highly satisfied 
with their knowledge growth. For the majority of the participants, the bachelor degree had been 
a fruitful journey of broadening their disciplinary knowledge because of the good coverage of 
course content. 
I think accounting is wide in terms of topics, so although I am in accounting major, we 
got to study a bit of economics as well as a bit of finance. So it is diverse in topics. 
(Daniel, Accounting) 
What I have learned from the course was a lot of skills and the ability to apply them…I 
think all the subjects in the accounting major that I have already done were very useful 
and, in all the sport electives, all the information I am sure would be useful if you are 
involved in the sport industry in the future… I think everything would be useful 
because they [the university] wouldn’t be teaching us if it is not useful. (Oliver, 
Accounting/Sport Management) 
While Oliver assumed that particular contents were included in the curriculum with rational 
intentions and therefore would in one way or another be helpful in the future, Isaac 
(Accounting) did not share the same opinion. He believed that there were both missing and 
redundant content, based on the everyday requirements of his part-time job in a tax agency.  
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I’m currently working, so I would say some of them…yes the knowledge that I studied 
in taxation and financial accounting definitely helps…You definitely need to know this 
knowledge but some of the knowledge is not necessary because we are operating all the 
things on computer… [and] the issue is most of the time, the course doesn’t teach you 
how to use the programs. (Isaac, Accounting) 
According to this student, accounting graduates only need to understand the principles 
rather than being able to do the actual calculations. In this aspect, his study course seemed to 
provide ‘specialist’ knowledge which is not usually utilised by accountants or tax agents in 
their everyday practice. The misalignment between university courses and workplace also lay 
in the difficulty level of course content.  
I feel like the university give you great fundamental background and framework but I 
somewhat believe that it fails to adapt to how it is run in proper organisations. [I] think 
university should rather utilise what the companies are using and teach us, to help 
university students’ transition to the workforce…I’d rather have a more complex level 
and then hold specifically onto what companies are doing currently. (Mathew, Finance) 
Occasionally, some students were critical about the course structure and the rationales for 
having certain learning units or topics. Overlaps of knowledge were also reported in some units 
of the same course, to the extent that those units were seen as wasteful fillers to crowd the 
course. 
We had eight core units…Those are the basic business units, yes, they are useful 
because you understand the core basic knowledge about the business. But I think some 
other [units], they are trying to fill up the course gap. Some of them, I don’t feel like 
[they] should be there. (Max, Sport Management) 
I reckon some of the electives are sort of crossing with each other. There are a lot of 
stuff that I learnt again and again and again… I just think it is an extra trimester and 
extra subjects for us to pay for. I think they are just for filling up space to reach 24 
units. (Oliver, Accounting/Sport Management) 
Although the institution’s ‘for-profit’ rationale was occasionally mentioned by the participants, 
it was not a mainstream opinion throughout the dataset. However, interview excerpts did 
indicate that the relevance of study units was not always made explicit to students and that 
better collaboration between unit teams would ensure better cohesion and coherence of the 
whole course. 
Student learning of communication skills 
Discussing the learning of communication skills, the participants’ experiences varied 
dramatically. For one student, 
 166 
 
[There is] a unit in one trimester which teaches you about… appropriate ways of 
communicating within an office or an organisation. Every student must do that unit as it 
was a compulsory one. It was normally taken within the first year of study or maybe the 
first 18 months. (James, Business) 
For some others, it seemed to be more of a target than a real achievement although 
communication, one of the eight Birrarung GLOs, was recognised by the university, in its 
website and official documents, as the fundamental skill that is required for employment and 
engagement in professional circumstances.  
I think they just give you the knowledge about technical aspects, not the others [other 
things] like culture of the profession or how people communicate. (Leo, Economics) 
The intention is good but they don’t follow up. I think they have the intention to let 
students learn how to communicate but we have to do exams. (Isaac, Accounting) 
In Isaac’s opinion, exams were not a good ‘follow-up’ of the communication learning 
commitment. Formally supervised exams, though capable of testing students’ written 
communication, were not a suitable measurement of oral and interpersonal communication 
skills.  
The interview data with Birrarung academics and the analysis of the six units’ Student 
Guides supported this student’s opinion. First, for the purpose of accreditation, conventional 
exams still apply in all learning units, which was believed by academic participants to be a 
hindrance to the creation of authentic experiences for students. Second, although 
communication was the learning outcome of four out of six analysed units, what 
communication meant in those particular units was mainly presented in terms of written 
communication. The dominant type of assessment was then a written one, including written 
reports, case study analysis, etc. In the two units (out of six) that did have oral presentation, 
either in the group or individually, the weighted contribution of this assessment toward the 
whole unit’s score was just equal to or less than 30%. The dominance of written assignments 
and exams seemed to blur the institution’s focus on development of students’ communication 
skills and mislead students into thinking that ‘the university teaches us how to do exams’ 
(Mandy, Finance). Since it is argued that assessment drives student learning (Gibbs, 1999; 
Norton, 2004), a proper component of the assessments should be dedicated to each dimension, 
namely written, oral and interpersonal aspects, of this important learning outcome. 
On the question of opportunities to develop interpersonal communication skills, the 
interview data showed that purposefully arranged opportunities for interaction between 
students (which deserves more in-depth discussions in the next part, i.e. learning for global 
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awareness and intercultural competence) were limited, and so were interactions with people in 
the general public or in the business professions. According to the student participants, most of 
the time learning was simulation-based. 
Most of time, [we worked on] fictitious companies that they [lecturers] just made up. 
(Mathew, Finance) 
Actually they [lecturers] prevent you from going out to the actual real organisations…If 
the project is about this company, they will say ‘This is the information we provide you. 
Don’t contact them [the company] because they are busy people’ (Larissa, Property and 
Real Estate) 
Normally in my course, we [were] provided with a case, [then] we need[ed] to do all 
research, basically [using] journal articles on the library website. So basically it [was] 
about understanding about the problem, definitions and this and that. (Daniel, 
Accounting) 
Having said that, the participants also mentioned occasions where real-life contact was a 
requirement of the learning tasks, of which the students desired to have more. 
…But I’ve had two units now where we had to go out and interview the real people in 
whatever the company they’re in and report based on that… It’s something that you’re 
really wanting. It is possible. (Mathew, Finance) 
Yes, we have on occasions. We had to conduct surveys at Box Hill and Doncaster 
shopping centres. We had to conduct surveys and interviews with people in public to 
understand what sort of business or products they want to buy on that day. We then 
need to analyse the data we collected and we had to prepare the report on that. 
Generally, there hasn’t been much fieldwork in my study in business. (James, Business) 
In short, the learning of communication skills fell short of the participants’ expectation. The 
development of this important learning outcome was believed to focus more on written 
communication than on oral and interpersonal communication. The dominant use of written 
tasks and conventional exams as well as the limited number of activities that involved 
interactions both inside and outside classrooms were constraining material-economic 
arrangements for the development of these two dimensions, as well as students’ acting and 
being generally. The literature in HE indicates that communication skills develop most 
effectively when embedded in the disciplinary curriculum (Arkoudis & Starfield, 2007). 
However, there has been little evidence of progress (Arkoudis & Harris, 2018) since 
disciplinary academics tend to believe that they lack expertise and time to address these skills 
(Baik, 2010). Among the best practices reported in the literature are the use of communication 
skills rubrics (written communication, oral communication, reading, and interpersonal skills 
rubrics) to provide a common language for both staff and students; guidelines for learning, 
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teaching and assessments;  diagnostic assessments, support services, and resources such as 
individual consultations, workshops, intensive modules, etc. (Johnson, Veitch, & Dewiyanti, 
2015). 
Networking opportunities 
Establishing professional connections was among the students’ expectations. However, the data 
showed that opportunities for students to socialise with the professionals in the field were 
limited. First, participants reported rare occasions where guest speakers were invited to the 
classroom to share insights from the industry. According to van Hoek, Godsell, and Harrison 
(2011), guest lectures can be a source of inspiration for students towards the company, the 
career and specific roles in the profession, thus promoting ‘deep learning’ (Biggs & Tang, 
2011, p. 27) and better preparing students for future careers. While believing that this area of 
the study program ‘should be improved a lot more’, one student expressed her awareness of the 
possible difficulties in resolving the problem.  
I think it is difficult…just because experts in the law field have either retired or they are 
still very much active. And if they are active, it means they are very busy people, 
especially if they are really big in the industry. And doing talks is not part of their job 
really. (Camila, Commercial Law) 
While involving ‘outsider’ professionals to assist with curriculum or course delivery can be 
difficult, alumni with their unique connection with the institution, are a well-suited and relevant 
group who can bring real-world experience to assist students in their transition from university 
to the workplace (Egizii, 2015; Shakil & Faizi, 2012). Reporting on events that connect 
students and alumni, the participants said, 
They only have it like once a year and they are not advertised properly so not many 
people know about it. There was like a small group [of students] go[ing] to there. 
(Larissa, Property and Real Estate) 
Yes, I agree [with Larissa]. I feel like that is there, but it’s very easy to not see it and go 
to university just to do your course [and] not do anything extra. (Jayden, Commerce) 
As the student elaborated, such events were advertised on the university’s website, but often 
with poor information. Sometimes, teachers posted a notice of an event on the online 
discussion board. Because it was more like a notification than promotion, it did not attract the 
students’ attention and many of them missed such opportunities. Participants suggested 
improved advertising of such events through banners around the university and using the 
notification function of the online platform which students are supposed to use daily for 
learning materials and tasks.  
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All in all, the informal curriculum, i.e. extra-curricular activities, fell short of students’ 
expectations in terms of building professional connections with industry. The networking 
activities, being rare and poorly promoted, failed to engage a large number of students. 
Professional socialisation in business education lacks attention both in practice, as in the case 
of Birrarung, and in research. Research on students’ socialising into the professional 
community as part of university-workplace transition tend to focus on professions such as 
social work, nursing, physiotherapy, etc. (e.g. Barretti, 2004; Le Maistre & Paré, 2004; Ousey, 
2009), which typically require extensive, mandatory internships before graduation. These 
studies underline the role of mentors and social networking system websites in assisting 
students to build professional networks and socialise into professional communities.  
9.4.2. Students’ experience of work-integrated learning (WIL) 
In Australia, the trend of developing graduate employability in line with employers’ 
perceptions and needs is most evident in the national strategy on WIL and in the language of 
HEIs’ strategic plans (Blackmore et al., 2018; Gribble et al., 2015). At Birrarung, a WIL 
program was defined as a negotiated arrangement between students, their faculty and 
employers to enable experiential learning in the workplace. Students who choose to undertake 
WIL can earn credits towards their degree as well as work experience that is significant for 
their employment prospects. Information on Birrarung’s website states that the institution has 
active connections with various employers, which implies job placement opportunities, while 
noting the possibility of students arranging their own placements. Current WIL programs for 
undergraduate students at Birrarung include business internships, industry-based learning, 
work-based learning, and community-based volunteering. While the first three WIL options 
mainly aim at preparing students professionally through the opportunities to observe and 
participate first-hand in business experiences, the last option gears more towards developing 
‘citizenship’ skills and responsibility. These WIL programs aimed at providing students with 
opportunities of being-in-the-profession, as I call it, to observe and participate first hand in 
business experience, as well as being-in-the-world (Heidegger, 1962) to develop citizenship 
skills and responsibilities. 
At Birrarung Business School, WIL is mostly a component of the informal curriculum 
except for the Sport Management course where a practicum at a sporting organisation was a 
core unit with formal assessments. In a study on challenges of providing WIL to international 
business students in Australia, Gribble et al. (2015) found that the participation rate of both 
domestic and international students was low, as in the case of Birrarung business students. 
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Apart from the three students majoring in Sport Management where WIL was mandatory, only 
one of the other ten participants took part in a WIL program. 
I found the African voluntary work through the advertisement… a poster on the wall of 
the Business school, and it was for one company who provided this opportunity… I was 
sent to Africa for three months. (James, Business) 
While work experience is a focus of the institutional agenda, the interview data indicated that 
arrangements for the WIL programs required considerable improvement and the students’ 
experience was far from fulfilling. Student participants considered the program ‘[being] there 
but not well-structured’, firstly in terms of time allocation. For example, in the compulsory 
practicum of the Sport Management course: 
The sport practicum [is a] 100 hour internship placement…[which is] not effective…If 
you look at 100 hours, if you count by normal work days and hours, a student can 
basically complete it within 2 weeks. And we can’t learn much in 2 weeks in the work 
environment. (Max, Sport Management) 
From the curriculum’s perspective, such time allocation can be justified by the fact that the 
internship was accompanied by formal assessments, including a 1,000-word project outline, a 
4,000-word e-portfolio, and a 4,000-word project report. Since the practicum was one of the 16 
core units, it must be completed within one trimester of approximately three months. However, 
from the student’s experience, the practicum was too short for students to reap the benefits 
since the practicum’s duration negatively impacted employers’ willingness to provide students 
with meaningful tasks and coaching.  
I don’t think a lot of companies would want to pass on a lot of information to you 
because they know that when you are done, when you finish this, you will go away. So 
they will not put in a lot of effort. (Max, Sport Management) 
Tran and Soejatminah (2017) argued course-related work experience provision for international 
students as being anchored in the intersections of institutional, workplace and international 
education policy fields and that the integration of work experience and learning for this group 
should be understood in relation to students’ and teachers’ habitus (Bourdieu & Wacquant, 
1992) in those multiple fields. Similarly, with regard to Birrarung students, there were 
conflicting relations between student habitus, institutional and workplace fields. The students’ 
unsatisfying experience of the practicum suggested a disharmony between their aspiration of 
gaining meaningful knowledge and skills and the actuality of WIL provision within the 
curriculum and the workplace (i.e. coaching).  
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Apart from the inadequate time allocation, the WIL programs were thought to be 
ineffective due to irrelevant work tasks.  
I heard from some sport management students [who] have attended internship 
placement, they said that most of the things you [they] do is [was] just entering data. 
(Max, Sport Management) 
For Commerce, it [internship or practicum] is not compulsory... To be honest, I don’t 
think it [WIL] is a good program because…like…I applied for it, I went through 
interviews and I went to see the potential employers, but they assigned me to Yarra 
Water to help with some kind of business related issues but it is [was] not really like 
accounting or auditing or taxing, nothing about my preference, and I need[ed] to pay 
$3,000 to university for doing that. I didn’t think it was worth it, so I didn’t take it. 
(Amelia, Accounting) 
While WIL was claimed to be the trilateral agreement between the students, their faculty and 
employers, this study indicates Birrarung showed a limited obligation in providing and 
ensuring the quality of WIL opportunities.  
The students sort of need to find a place themselves. The university, they posted every 
month promotions, [for example] this organisation is looking for internship placement 
and stuff. For me, I didn’t follow the advertisements because I trained at a gym, so I 
approached the gym to ask them to let me have the internship placement with them. …I 
think there’s a university gym, so you can definitely approach them but it’s just that in 
most of the advertised places we are sort of competing with the local students. (Max, 
Sport Management) 
Although the university provided students with assistance, this support (and the WIL program 
itself) was not tailored to address specific needs of international students such as unfamiliarity 
with the local labour markets, job seeking procedures and local networks (Gribble, 2014). 
Therefore, this cohort was not ‘up to par’ to domestic students in the ‘recruitment game’. A 
further challenge faced by this disadvantaged cohort was the constraint of international student 
visa. Without a placement, the student had to extend the standard duration of the degree. The 
complexity of visa extension and the additional living expenses associated with prolonged 
study meant international students were less appreciative of the practicum provision, unlike 
James, a domestic student who was willing to spend three entire months on voluntary work in 
Africa. 
In summary, although students acknowledged the value of ‘a place to apply the 
knowledge’ without which ‘at the end of the day, the degree will disappear’ (Lucas, Sport 
Management), few took the opportunities to participate in WIL. The hindrances included the 
insufficient duration of WIL, irrelevance of work tasks which limited experiential learning and, 
in some cases, were considered an unworthy return on students’ financial investment. These 
 172 
 
material-economic arrangements for WIL pointed to the quality assurance issue of the WIL 
programs. Such quality issues, coupled with the amount of money students have to pay (since 
the undertaken WIL earns students credits towards their degree), significantly reduced 
students’ incentive to engage. For universities, WIL programs are also expensive and for 
academics, they are time-consuming. Both factors are constraining material-economic 
arrangements for their expansion. 
9.4.3. Learning for global awareness and intercultural competence 
The development of international, intercultural perspectives in all students is currently the 
focus of IoC in Australia (Leask, 2009). Birrarung student interviews indicated that the degree 
of incorporation of international, intercultural dimensions into the curriculum varied across 
study majors, and so did students’ intercultural learning, correspondingly evident in two major 
aspects, i.e. (i) the contexts in focus in the formal curriculum, including learning materials, 
pedagogy, and assessments, and (ii) intercultural interaction inside and outside classroom. 
Learning materials, pedagogy, and assessment 
Leask (2009) argues that an internationalised curriculum will ‘purposefully incorporate 
international and intercultural dimensions into the content of the curriculum as well as the 
teaching and learning processes and support services’ (p. 209). Student interviews revealed that 
the incorporation of international content was not equally utilised across different study majors. 
In terms of textbooks and learning materials, the coverage varied from ‘primarily Australia’ to 
‘very global’ in different learning units. 
It’s primarily Australian only, which I think is good. Except for the units that are 
international units…which has ‘international’ in the title so you know it’s going to be 
focused on the Global Financial Crisis or America or somewhere else. So I mean 
broadly it’s primarily Australian. (Mathew, Finance) 
With the first-year economic subjects that I do, [they] focused on global context… It’s 
very discipline-specific, depend[ing] on particular units. (Jayden, Commerce) 
It [learning materials] does mention both [Australia and other contexts]. It tends to 
begin talking about Western [context] as an example, usually about Australia as we are 
living in Australia. But certainly, I have learnt a lot about South East Asia because my 
textbooks might be written by authors coming from Asia. I think most of my 
textbooks…they sum up with America, UK or Australia, and eventually we moved into 
Japanese and Chinese culture. It is very global approach. (James, Business) 
If you think of law, law is actually very globalised. One of the things law side [courses] 
likes to do is to compare the Australian law with other law. Because Australian law 
started when British came to Australia and settled here, so a lot of our law actually 
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started from England, so you do a lot of comparison with England. Then, we compare 
with the US because US is quite big in terms of country power…So, we talked about 
how we compare to other countries in things like that, the differences and similarities, 
so there is a pretty big globalisation thing in law. (Camila, Commercial Law) 
The above excerpts indicate that in cases where international, intercultural content was 
incorporated, it was not merely the low-resource infusion of international examples and cases, 
but rather an expansion of teaching and learning content to include various national contexts. 
Such practice potentially encourages reflective, comparative approaches through which 
students’ international awareness can be developed (Edwards et al., 2003). 
In terms of pedagogy, students considered academics tended to willingly incorporate 
international, intercultural perspectives into their lectures. For example,  
I had a unit where my lecturer always tried to draw parallels and similarities with the 
Chinese property law because she had actually worked in China as a property lawyer as 
well as working in Australia. Some of the lecturers are Asian and quite a few of them 
had actually worked overseas. So like I said, this lecturer…she could show us the 
differences and how Australia would do something while China would do something 
differently. She has insights because she was in that country and she knows the 
differences very well. (Camila, Commercial Law) 
One of my lecturers is from Jakarta and he wrote textbooks as well. It was lucky for me 
as he certainly taught me very much about Indonesian business culture and their social 
approach to business. (James, Business) 
The intercultural experiences of academics were brought into the classroom, thus potentially 
enriching the learning experience of all students. However, lecturers predominantly used 
Australian context in some instances, such as Sport Management: 
…When you were in the lecture, most of the time, the lecturer used Australian football 
[and] cricket as examples, which international students were like ‘Okay, what are you 
guys talking about?’ (Max, Sport Management) 
With the scaffolding approach to IoC at Birrarung Business School, the achievement of 
internationalisation is viewed and ensured at the course level rather than in every individual 
unit (see 8.3.1) and some units justifiably focus more on the local context. However, the above 
excerpt suggested that the use of international examples is desirable to accommodate and 
engage international students, as recognised in the literature advocating the internationalisation 
of the academic Self. Sanderson (2008), for example, insists that this mission should be seen as 
‘a fundamental building block’ of the ‘within-institution internationalisation initiatives’ (p. 
276) and that academics have to be ‘among the cosmopolitans of the 21st century’ themselves 
(p. 277).  
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While the incorporation of international, intercultural dimensions was inconsistent across 
different study majors, participants reported that assessment tasks generally required students 
to integrate global perspectives and/or allow them to draw from their own experience. 
For example, in one theory unit, they [lecturers/tutors] asked us to do research in 
America or European countries about different people’s opinions and perspectives and 
discuss. (Amelia, Accounting) 
In one unit, I had to discuss and compare Australian corporations and international 
corporations. (Leo, Economics) 
In some of my study subjects [units], we were encouraged to integrate global 
perspectives. [Such as] in Management, we worked in a group and interviewed each 
other. My experience in business was my part-time job working with different 
managers from Australia, Sri Lanka, [and] Indonesia. I was able to tell my classmate 
about my Indonesian manager, that his approach to work is very different… It [the 
activity] helped me with my assignment. (James, Business) 
In the above examples, the task questions were designed to value different perspectives, ideas 
and cultural contexts, which had the potential to assist students build ‘skills for thinking 
interculturally’ (Deardorff, 2011, p. 8). As Amelia (Accounting) said, 
It encouraged us to do research about other countries, about different situations and that 
is good. Otherwise, if we were not required to do that assignment, we probably would 
not do research. 
Simultaneously, cognitive skills such as analysing, interpreting, relating and comparative 
thinking skills could be developed as significant components of intercultural competence and 
critical for the acquisition of ‘deep cultural knowledge’ (Deardorff, 2006, p. 248), i.e 
knowledge about cultural contexts, culture’s role and impact, and others’ world views. This 
practice of embedding global perspectives and personal experience ensured a certain degree of 
student engagement with the internationalised learning opportunities since they cannot 
successfully complete the assessment without engaging with the topic(s) in some way. This 
type of engagement, however, could be operational engagement (Barnett & Coate, 2005), 
meaning students being strategic in coping with the tasks confronting them rather than 
engaging wholeheartedly.  
On the flip side, the dominance of written exams for the purpose of course accreditation (as 
discussed earlier) was found to be a constraining material-economic arrangement for the 
development of intercultural competence. Pen-and-paper exams, a wider assessment issue for 
all universities arising from cheating on assignments and beyond academics’ control, is 
criticised regarding academics’ ability to measure complex phenomena such as intercultural 
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competence (Deardorff, 2011). From the learning perspective, this kind of exam, even with 
global perspectives embedded, can at best provide students with opportunities to learn about 
the world. Edwards et al. (2003) identified three-level typology of international awareness, 
international competence, and international expertise. Awareness about the world is critical for 
the development of international competence and expertise. However, various learning 
opportunities that involve students’ acting and being are needed for the development of these 
higher-order qualities since through acting and being, students can form new understandings, 
new capabilities and a new sense of self (Barnett & Coate, 2005) to reflect other cultural 
perspectives (Crosling et al., 2008). This was evident in Oguro and Giovanangeli’s (2016) 
study on intercultural learning through study abroad which found that academic tasks that 
require students to engage with the host society in personal and individual ways allow cultural 
reflection conducive to intercultural understandings. 
Intercultural interaction inside and outside classroom 
On discussing the role of cultural knowledge in communication success, some student 
participants appeared to take cultural understanding lightly. It was assumed that the 
‘traditional’ soft skills would naturally lead to successful intercultural communication and 
collaboration. As a student said, 
I pretty much don’t actually think about that [cultural barriers]. I think as long as one 
has the skill-set…I mean communication, interpersonal and all the typical soft skills… 
and once they are in the job and work with whoever else, I don’t think that it really 
matters where they came from. (Mathew, Finance) 
This opinion implied that there are ‘typical’ communication, interpersonal skills universally 
applicable for all cultures and that nationality and cultural differences play little role in 
hindering the success of communication. However, the interview data showed that there was a 
strong division between English native and non-native students and that cross-cultural 
interaction, let alone lasting friendships, was rare.  
I remember a couple of times I was in the situation that I couldn’t find my group 
members because we only had a limited number of students in the tutorial. Everybody 
turned to join group with students who sit next to them. They were domestic and 
international students. Some students from China and Japan only chose students from 
their group of friends, which was fine because I would do the same thing myself. 
(James, Business) 
Numerous reasons were reported. First, interaction in general between students, regardless of 
cultural backgrounds, has been decreasing. Many students like Larissa in the following quote 
were loners, making no new friends nor actively seeking interactions in class. 
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Pretty much I just came to university and went straight home, did not really think of 
talking to anybody else. So I made zero friends and so I didn’t need to talk to 
anybody…. I just sat on my own and it would last for the whole course of study until 
someone came. (Larissa, Property and Real Estate) 
I noticed that, and also from the observation of the American students who came for 
exchange, they were surprised that no one really communicated in class or even after 
class while back home in America, they just spoke a lot more. Here, regardless of 
cultural backgrounds, no one really communicates…and yeah, people from the same 
cultural backgrounds tend to group together, maybe just for being comfortable. 
(Mathew, Finance) 
The lack of motivation to communicate and to build friendship might be the downside of 
technology and the high flexibility of study programs nowadays. The convenience of studying 
from home with recorded lectures and online materials reduced the incentives for students to 
go to class.  
Attendance is too flexible; you can come whenever you want. At [name of another 
university], they have attendance policy, but at Birrarung just relax. (Mandy, Finance) 
Personally, I come to class but I talked to a lot of people and a lot of people just stay at 
home. You could definitely just stay home and never come to university and complete 
your degree with a HD [High Distinction grade]. I think it might be part of the problem 
that people don’t talk to each other because a lot of people just don’t turn up in class. 
(Jayden, Commerce) 
This changing priority in how students allocate their time was one of what McInnis (2003) calls 
the new realities of the student experience. Students nowadays have significantly more choices 
regarding when, where and what they will study as well as the level of commitment to 
university life. New technologies’ offer the capability to blur the distinction between the 
physical and virtual university campuses and the flexibility in course structure and delivery has 
become ‘an institutional performance indicator in its own right’ (McInnis, 2003, p. 3). 
Specifically, the popularity of combined degrees, the ‘mix and match’ of subjects across 
programs, and the ‘idiosyncratic timetables’ (McInnis, 2003, p.4) mean course structures 
accommodate students’ expectation of choice and flexibility. Students are able to complete 
their degree without any in-person contacts with lecturers and fellow students, arguably 
reducing students’ overall engagement with the broader university life. The possibility to mix-
and-match subjects and the individualised timetables scattered students over a wide range of 
classes, being a factor that prevented interpersonal adhesion and the development of a student 
cohort, thus demotivating students to make friends as well as to maintain friendships. 
You could do a unit with that one person one semester but then next semester that 
doesn’t mean you’re going to do a unit with them again. I know other courses like 
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medicine or something, they are staying…I mean the people you study with in Year 1 
probably end up graduating with you because you move to [the] same units together 
while the courses we are doing [are]…kind of…mixing. (Mathew, Finance) 
Different schedules and pathways to university were other reasons for the lack of 
local/international student interaction. A local student stated, 
[That] we don’t interact with them [international students] is mainly because their 
schedules are always incredibly different to us, especially Asians, many of them go 
through Birrarung College first13, so their timetable is generally very different from us 
[ours]. Because they are so different, it doesn’t give us a chance to interact with them. 
(Camila, Commercial Law) 
Such new realities of student experience have critical implications for IoC. While being an 
obstacle for campus interactions, and thus for IoC, the mix-and-match flexibility also brings 
even more diversity to a particular unit. For example, first-year Commerce students may study 
in the same classroom with second-year Finance students and third-year Accounting students, 
which is undoubtedly a key resource for IoC and the development of intercultural competence. 
This indicates a necessary shift of focus and efforts towards engaging students more in the 
virtual space.   
In her studies on intercultural experience and engagement, Leask (2005, 2010) found that 
domestic students’ perceived prejudice towards international students was a blocker preventing 
even active international students from connecting and socialising with their domestic 
counterparts. Similarly, some Birrarung students reported encountering attitudes and actions in 
domestic students that made them feel ‘angry’ and were ‘unfair’. For example, 
I was participating in a focus group before with other local students and students from 
different countries. I heard one student, who was a local student, say ‘I don’t want to 
work with international students. They have poor communication skills’. That is exactly 
what he said…I was quite angry because I was like ‘It’s not fair…you know…we are 
sitting in the same class and you don’t treat people like that’. (Amelia, Accounting) 
In response, Oliver (Accounting/Sport Management) shared his own experience and 
observation from the standpoint of a domestic student. 
Sometimes I met some other people who are domestic people, they may think that 
international students may not understand enough English to work with them. It is just 
the preconceived idea so that is why we, as domestic students, may avoid the situation 
that we might work with you. (Oliver, Accounting/Sport Management) 
                                                 
13 see 8.3.3 
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While international students’ English language competence was one of the major issues that 
hindered shared learning, unfamiliar academic conventions to which international students had 
to adapt could also be a constraint. As Leo (Economics) put it, 
Well, most of the time it is not because we are stupid and we don’t understand the 
material but just because we don’t know how to do it right. I suppose…in calculation 
field that are of international [universal] standards, we are doing really well, much 
better than most of the [domestic] students. But in…like…writing essays, you [we] tend 
to do poorly... You [we] don’t really know what type of requirements are here. (Leo, 
Economics) 
Research on students’ experience of inclusion suggest that the discrimination described by 
international students was based on a deficit frame which saw international students as ‘lack of 
skills’ and ‘stick together’ (Chalmers & Volet, 1997). The interview data of this present study, 
however, suggested that sticking to one’s own group of friends or people of similar 
backgrounds was normal social behaviour for domestic and international students alike. 
Some students from China and Japan only chose students from their group of friends, 
which was fine because I would do the same thing myself. (James, Business) 
In a unit that I have studied, there were group discussions, group presentations and 
group tasks. I tried to find a group with the local, [but] it was very hard because they 
had already grouped up. (Isaac, Accounting). 
I think when the groups have already been established…it is hard for someone else to 
join in…When someone come in, well, it’s not just for domestic people, if it is me and 
my friends, it will be a bit hard, a bit weird. (Daniel, Accounting) 
I don’t think there are a lot of Singaporean students in my class so I was mixing around 
with Chinese students, Sri Lankans, just one or two Australians but not much. I don’t 
know, to me it is weird that they have already been in their groups and you try to force 
your way into it. I mean they will talk to you…but it’s hard to ask them to hang out. 
(Max, Sport Management) 
This echoed Blackmore et al.’s (2018) finding that both domestic and international students 
tend to live in affinity groups and Chinese and/or Indian students account for a large majority 
in many Australian courses. Mingling with ‘like-minded’ people was common across the 
student population rather than being a unique characteristic of particular student groups. 
Affinity bias, though usually unconscious, is a strong social-cultural blocker for the 
development of intercultural competence. This requires that, as Leask (2010) argues, 
purposeful interventions to increase the interactions between the hosts (domestic students) and 
the sojourners (international students) must be ‘risk-free’ since the high level of risks 
associated with learning tasks, particularly assessments, would prevent most students from 
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‘filling the empty chair’ (Leask, 2010, p.12) next to someone from a different culture. 
Additionally, interventions and IoC must be accompanied by teaching about different cultures. 
Although these opportunities for cross-cultural interactions undoubtedly nurture the 
development of intercultural competence, students initially need some intercultural knowledge 
and skills so that interactions occur in the first place in a ‘closed’ circle, i.e. understanding 
encourages interaction and interaction leads to more understanding.  
The data show that cross-cultural interactions, if any, were usually unsustainable and unlikely 
to lead to long-lasting friendships since the topics of common interest were typically the 
learning tasks at hand, which were insufficient to sustain relationships. 
English is my second language so it’s not much of a problem but…I mean in the group 
you can communicate but it’s just strictly about the project and once the project is 
completed, the group will separate. (Max, Sport Management) 
This again underscores the role of how cross-cultural knowledge and skills would assist 
students in ‘breaking the ice’ and finding common interests. Cross-cultural teaching at 
Birrarung was not part of IoC. As Larrisa (Property and Real Estate) said, ‘I think it [working 
overseas] is quite hard…It will be a language barrier and different culture. We are not really 
taught about different cultures’.  Cultural learning therefore should be an integral part of IoC to 
capitalise on cross-cultural interaction opportunities.   
9.5. Student engagement 
Engagement is a multi-dimensional concept that, according to Fredricks, Blumenfeld, and Paris 
(2004), includes three dimensions: behavioural, emotional and cognitive engagement. Since the 
affective dimension of engagement was presumed to ‘create ties to an institution and influence 
willingness to do the work’ (ibid., p. 60), emotional engagement can be a catalyst for 
behavioural engagement and cognitive engagement. Birrarung student data showed that they 
had positive affection towards the university and their study program.  
Despite all the complaints, I think in general it [study course] met my requirements. It 
gave me all the surprises like the good Faculty, good lectures, [good] facilities, so a lot 
of surprises and a lot of opportunities. (Mandy, Finance) 
 To be honest, I am [happy with my experience at Birrarung]. Birrarung actually wasn’t 
my first preference. I’d initially want to go to [name of another institution]. My dad 
works at that institution, so it’s closer to my house and made more sense for me to go 
there. But after being accepted to Birrarung and getting used to the vibe Birrarung has,  
compared to the other university, I am really happy with how Birrarung goes. (Camila, 
Commercial Law) 
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Barnett and Coate (2005) state that without positive attitudes and university experiences, 
students would fail to engage wholeheartedly. Although the majority of student participants 
expressed their satisfaction and positive regard for their experience at Birrarung, the data 
revealed that their behavioural and cognitive engagement varied depending on their beliefs and 
their sense-making of the provided opportunities. 
 Leask (2009) argues that campus diversity is potentially a valuable resource for helping 
students ‘move beyond the limitations of their own world view’ (p. 219) and develop 
intercultural competence. In the similar vein, Jones (2013) argues that intercultural curricular 
activities do not need to be international but can occur ‘at home’. Birrarung University, despite 
the less-than-desirable cultural diversity in some classrooms (see Chapter 9), had an 
international atmosphere on campus and in various aspects of the formal curriculum.  
I definitely think that students on campus have international vibe feel because there are 
so many different people walking around. You can even just hear it as you walk through 
university. You can hear so many different accents…I think coming to Birrarung, it’s 
really good to see much bigger mix of people…and within that mix, everyone is just 
thrown into the group together, like you don’t have all of those people only doing 
Commerce…Because everyone is so mixed, you can meet so many different people. I 
always find that interesting. (Camila, Commercial Law) 
…Studying here, you are mixed with international students during your classes. In my 
study, they are mostly international students, in tutorials as well. So you are always 
mixed with such various backgrounds of people you might end up working with in the 
future. I feel that in the way the textbooks are telling of South East Asian examples or 
in Europe or in New Zealand which are very different. It certainly helps you and 
prepares you intellectually…But when you are mixing with different people with 
different languages and you can hear them talking with friends in different languages, 
that teaches you and socially prepares you to work in that working environment. 
(James, Business) 
I went to a Jewish high school, everyone in my school was Jewish, so it was a complete 
difference when I went to uni [university]. I just think connecting with people from 
different ethnic backgrounds and different cultures really opens my mind. I think a 
school with everyone being Jewish is a small community, and now opening up to so 
many kinds of representatives of many countries really helps us work with other 
cultures. (Oliver, Accouting/Sport Management) 
As illustrated above, students were exposed to opportunities to develop global outlooks and 
intercultural competencies as part of both the formal curriculum and the diverse demographics 
of the student population. However, the key actor in IoC is the student. Whether or not to 
engage highly depends on their personal agency to capitalise on any learning opportunities. 
The interview data show that the participants’ engagement with diversity and intercultural 
learning opportunities swung from those who proactively sought cross-cultural interaction 
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opportunities and ways to overcome cultural differences to those who were indifferent and did 
not engage. For example, 
[The ability to work with people from different countries] is what I think I’ve got from 
Birrarung University…In my study, in my first and very last assignments, I had to work 
in groups of students from different countries. Also, from the work of mentoring, I 
helped students from about 15 different countries…such as Indonesia, China, Vietnam 
and African countries. It’s really nice that you can understand about their culture. 
(James, Business) 
[For the group projects], we would meet outside of class a few times. We only saw each 
other in lectures and seminars. We were a bit shy and didn’t know how we could 
connect. We decided to meet in the library and talked about what we were interested in, 
what we did in the spare time. We found that we shared the same things, like basketball. 
That was something that helped us. (James, Business) 
I think it’s very important [to have conversations with people from different countries] 
and I have done a lot as well. I talked to a lot of other people. (Oliver, Accounting/Sport 
Management) 
I will tell you a phenomenon. Some of my Chinese friends, they don’t go to the 
lectures, not to mention communicate with others, like, other countries’ students 
[students from other countries]. (Mandy, Finance) 
The interview data suggested that those students who recognised and enjoyed the diversity on 
campus engaged more in developing intercultural and global outlooks. These students tended to 
seek and utilise the opportunities provided and were more willing to engage globally. 
There is actually an exchange program for the attorney subject, but because I’m in 
accounting major, I’ve [still] been looking…there’s actually an opportunity to go 
overseas and study for a trimester which I think I will do in trimester 3. It’s for financial 
accounting subject and that’s a good opportunity to get placement elsewhere, [for 
example] in Korea. That’s a good thing. (Oliver, Accounting/Sport Management) 
Actually, working overseas is something that I would like to do… I always have a 
dream to work in the UK or England. I feel that I am closer to realising that dream. 
(James, Business) 
I am part of the Japanese society, and when I go there, there are lots of exchange 
students who are actually from Japan, so I get to interact with them…I think it’s a good 
thing because we are opening our doors to them…and we show them our cultures, they 
can introduce theirs. If we have a goal to exchange to their countries, we want to be 
welcome when we go there. So, being here and welcoming them are totally [mean] - we 
welcome you and hopefully you would welcome us, too. You don’t know where each of 
these people would be in five, ten years’ time. They can end up someone being 
incredibly important, and you would never meet them if they didn’t take that study 
exchange to Birrarung. (Camila, Commercial Law) 
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Murray, Mitchell, Gale, Edwards and Zyngier (2004) argue that commitment results from 
emotions, values and beliefs. The dream of working overseas, the values attached to an 
overseas placement and international network, or the belief that a welcoming attitude towards 
other cultures is ‘a good thing’ could play a role in these students’ commitment, and be 
conducive to participation and effort investment. Although these data must be interpreted with 
caution due to the relatively small sample size of the case study, the data did suggest that the 
more students can make sense of internationalisation’s values, the more actively they engage 
and take responsibility in shaping more opportunities for themselves. The students who chose 
to engage demonstrated a high level of individual agency. To them, the responsibility for their 
becoming rested with the students themselves. As Camila (Commercial Law) said, 
The university can only do that much for you. They can’t hold your hand and help you 
out all through your life, right? So, what that university does instead is give you as 
many opportunities as they can to let you learn and develop your own skills. It’s up to 
you to be proactive…They [university] don’t specifically tell you, you know, 
‘international students are here, so we can all network’, but I don’t feel like they need 
to. You sort of just know that in the back of your mind that you might never have to say 
it out loud or ever tell everyone.   
It was that understanding and belief ‘in the back of the mind’ that nurtured the students’ self-
motivation and commitment. In other words, emotional engagement can breed behavioural and 
cognitive engagement.  
While the three students mentioned above – James, Camila and Jeremy - were self-
motivated to develop their intercultural and global outlooks, the other participants’ engagement 
with IoC appeared to be more instrumental. They are exposed to internationalised learning 
opportunities as part of the intended goal of the curriculum, through the global approach in 
many aspects of the formal curriculum. For example,  
[The assignment] encouraged us to do research about other countries, about different 
situations and that is good. Otherwise, if I were not required to do that assignment, I 
probably would not do research. (Amelia, Accounting) 
In this case, although the students engaged behaviourally and cognitively, their engagement 
was instrumental as a means to an end, that is, completion of their degree and/or high grades, 
rather than out of their individual agency and their own affection towards global learning. 
As reported in 9.4.2, some participants assumed that the ‘traditional’ skills, both 
technical and ‘soft’ ones, were sufficient for their future life and work. As a result, the students 
more actively sought to improve those skills by self-researching about the pursued area, 
investigating the skills desired by employers, and reaching out to the labour market. 
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I do my research in the area that I want to do. So if you want to do more in 
evaluation…so in the property course you usually have the core units like economics, 
finance, kind of stuff. The only two things that you get taught are property development 
and property evaluation. They’re just like introduction courses, so they just teach the 
basics for you to go back to the very basic. If you want to do further than that you have 
to do research yourself and hopefully someone will realise that you are knowledgeable 
and hire you. (Larissa, Property and Real Estate) 
Larissa chose to delve more into the field of property evaluation, where she aspired to build a 
career and to be more knowledgeable and employable. This cognitive engagement stemmed 
from her belief that the knowledge learned at university is ‘not really applicable in the 
workforce’ in the sense that ‘everything you learn on the job is completely another step’. This 
belief informed her action and motivated her to exert effort to take control of the needed 
knowledge in light of who she is becoming. A similar strategy was used by Amelia 
(Accounting), who strove to investigate the skills employers valued and took extra courses for 
skill development. 
I went to different kinds of job fairs and talked to employers, like ‘what do you expect 
to see from the candidates?’ and they will tell me their expectations. I just went to 
different classes but [they were] not provided by uni[versity]. I did the research online, 
so in the job market I looked at the job requirements to know the skills they are looking 
for. (Amelia, Accounting) 
Some other students attempted to reach out to ‘test’ the labour market and to train themselves 
for the competitiveness. For instance, 
I’ve applied to a lot of places but there’s so much competition, so I get rejection letters 
all the time. Obviously, it is preparing you for the real world. (Mandy, Finance) 
I’ve just attempted to try Linkedin. There should be an employment hub where people 
can go there, hand in their resume, maybe talk to past lecturers, or whatever, and then 
the university can try to help them match with the companies that [they] are looking for. 
(Matthew, Finance) 
The data presented above demonstrated that the student participants sought opportunities and 
exerted effort in their learning and personal development. The curriculum drawback, which 
somewhat influenced students’ regard for their ‘preparedness’, was the ‘condition’ for students 
to exercise their personal agency. Also, the discourse around employers’ perceptions and needs 
that students acquired in social conversations, meeting employers at career fairs, or browsing 
employment webpages, etc. was an important cultural-discursive arrangement for students’ 
being realistic about the competitive job market. These push factors urged students to seek 
opportunities to be distinctive in the labour market. This early awareness of career planning, as 
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Blackmore et al. (2018) suggest, is important for students’ making necessary connections 
between their credentials and employability.  
Despite the complaints in some aspects of their university experience, most of the 
participants expressed a positive affection towards the university and dedicated their growth to 
their study courses. 
Well, I like my course. I like it a lot. I really enjoy it. (Larissa, Property and Real 
Estate) 
I am certainly more confident because of all the experiences I have had during the years 
of study. I am pleased. (James, Business) 
I definitely changed a lot in the past three years. Even with personality, I am more 
confident and more ambitious. (Amelia, Accounting) 
I think I’m a more rounded person. I think all the soft skills that I have learnt, the 
qualities and characteristics that have been touched on helped me change my 
character…enough to be successful in the sport industry. (Oliver, Accounting/Sport 
Management) 
In summary, students’ engagement with IoC was found to gear towards developing 
intercultural and global outlooks as well as employability skills. Although internationalisation 
was part of the intended goal of the curriculum, thus targeting all students, the degree of 
engagement and the aspects prioritised were dependent on how individual students made sense 
of the internationalised learning opportunities. Some students proactively engaged with the 
provided cross-cultural learning opportunities. Others seemed to engage instrumentally in this 
aspect (as global perspectives were embedded in course content, pedagogy and assessments) 
and strove to develop employability skills. Either way, students were found to exercise their 
agency for becoming (Tran & Vu, 2017) to harness the provided opportunities and/or to ‘reach 
out’ beyond what their study programs offered.   
9.6. Summary 
The students’ experience of IoC at Birrarung Business School revealed that internationalisation 
has been part of the curriculum, evident in all the aspects of course content, pedagogy and 
assessments. Despite the inconsistent experiences of students from different study majors, 
students were exposed to internationalised learning opportunities such as the global dimensions 
incorporated into various aspects of the formal curriculum, the international component of WIL 
programs and student diversity on campus, which potentially helped them develop intercultural 
and global outlooks and enhance their employability. In this context, the students were able to 
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exercise their agency for becoming (Tran & Vu, 2017) to either harness the provided 
opportunities to engage globally or to ‘reach out’ beyond what the study programs offered to 
equip themselves with relevant employability skills in light of their aspired professions. For 
Birrarung, there was room for improvement in the areas of interpersonal and cross-cultural 
communication skills development, professional networking and work integrated learning. This 
could include more focus on the interpersonal aspect of communication skills, incorporation of 
cultural teaching, utilisation of alumni networks to bring local and international perspectives 
into the classroom and more effective provision of WIL programs.  
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Chapter 10. Cross-case comparisons 
10.1. Introduction 
The analyses and findings of the previous two within-case studies revealed how IoC was 
perceived and experienced by academics and students in two different contexts, Vietnam 
(Chapters 4-6) and Australia (Chapters 7-9), providing the basis for cross-case comparisons.  
In structuring this chapter, instead of using the common thematic compare/contrast 
approach, I trace the phenomenon of interest specified in each research question across the two 
sites, Đông-Phương University and Birrarung University. The reason for this decision was that 
Vietnam and Australia are vastly dissimilar in terms of both their socio-culture and HE 
systems. The dissimilarities, though enabling intriguing findings, limit the thematic cross-case 
comparability. During the data coding and analysing processes, I was open to new themes 
rather than strictly imposing categories taken from one case onto another so as to respect the 
case’s uniqueness and the comparative case study heuristics. As a result, there are themes 
relevant only to one of the cases. More importantly, this structure provides a more coherent 
picture of how the phenomenon under study, internationalisation of the curriculum, came into 
being in different places, and how it has been appropriated and/or transformed in practice as 
well as how it has transformed practice. 
This study aims to investigate the processes of internationalising business curricula in 
Australian and Vietnamese universities and their impact on the teaching and learning 
experience. In order to achieve this aim, the following research questions were asked: 
Main research question: What are the processes of internationalising business curricula 
at the classroom level in Australian and Vietnamese universities and their impact on the 
teaching and learning experience? 
Sub-questions: 
(1) What drives the IoC in Australian and Vietnamese institutional contexts? 
(2) Whether and how do the Australian and Vietnamese institutions communicate their 
objectives to academic staff and support them in curriculum internationalisation? 
(3) How do business academic staff in both contexts perceive the internationalised 
curriculum and what is the impact of curriculum internationalisation on their enacted 
curriculum development and pedagogical practices? 
(4) How do students experience the IoC and what is its impact on their becoming? 
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The following sections answer the four sub-questions in sequence by comparing and 
contrasting the two cases of Đông-Phương University and Birrarung University. 
10.2. What drives the IoC in Australian and Vietnamese institutional contexts? 
The importance of understanding HEIs’ motivations to invest in internationalisation cannot be 
overstated. HEIs around the world are striving to internationalise their institutions for 
economic, political, academic, and socio-cultural reasons (De Wit, 2002; Hudzik, 2011; 
Knight, 2007). 
In Vietnam, internationalisation activities, which were termed in legal documents and 
policies as ‘international cooperation’, aim at lifting the quality of the curriculum and the 
whole educational system to regional and international standards as well as augmenting human 
capacity building for the nation (Tran & Marginson, 2018b; Welch, 2010). This developmental 
rationale was realised into the curriculum borrowing policy with the implementation of the 
advanced programs in selected universities including Đông-Phương University (see Chapter 4). 
This reflected an underlying value that the system holds regarding the international element in 
HE, namely providing opportunities for countries to learn from one another. In such 
international exchange, Vietnam has been looking outward to HE systems of the Global North 
that are regarded as more advanced than the Asian counterparts.    
The rationales for IoC at Đông-Phương were to a great extent consistent with the 
overarching ones from the sectoral level although an economic rationale did exist due to the 
reduced state funding for HE. IoC or, in the stakeholders’ words, the development of EMI 
programs through forging international cooperative relationships was expected to assist the 
university to solve the tension between financial independence and capacity-building needs. On 
the one hand, the EMI programs developed to meet the international education demand of the 
burgeoning middle class (Tran & Marginson, 2018b) are a welcome source of additional 
income for the institution’s financial well-being. On the other hand, it was expected that the 
values of the EMI programs’ imported curricula, particularly those used in the advanced 
programs, would spread to the locally designed curricula and ultimately be internalised as staff 
capacity was developed. By borrowing ‘the “best curriculum” of the West’ (Tran et al., 2018, 
p. 55), the institution aspires to be ranked among the top 100 universities in the region by 2030 
and to become an academic and cultural exchange hub. Building international profile and 
visibility for higher ranking was therefore another rationale for IoC at Đông-Phương 
University, in addition to the financial and academic incentives.  
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In Australia, IoC is high on university’s agendas, being featured by two parallel 
approaches, one being the recruitment of fee-paying international students and the other being 
an increasing focus on internationalising student experience to achieve a broad range of 
internationalisation outcomes in all students,  as expressed in Birrarung’s vision and mission 
statements. The institution’s rationales for IoC includes income generation, international 
branding and student development, each reflected in the policies that are developed and 
implemented. The massive recruitment of international students, i.e. the number was increased 
by 30% in seven years from 2012 to 2018 (Birrarung, 2018b), greatly reflected the institution’s 
economic rationale, although this arguably opened up curriculum internationalisation 
opportunities for preparing its graduates for the globalised world. Birrarung’s academic 
rationale of equipping students with the future’s skills was evident in the appointment of a 
senior manager of graduate employability, the embedding of employability skills in many 
aspects of the formal and informal curricula, as well as the vigorous support and capacity-
building for staff. Also, IoC was regarded as a mechanism to assist Birrarung University to 
have more courses internationally accredited, which is important for its global reputation and 
ranking, a similar rationale to Đông-Phương University’s. 
A comparison of Đông-Phương University and Birrarung University showed that 
rationales for IoC in the two contexts were economic, political, and academic, but differ 
considerably in terms of priority and meaning, as in the particular case of academic rationale.  
With regard to priority, income generation was not a primary focus of Đông-Phương’s 
IoC while it was evidently the case for Birrarung University. The advanced programs, a symbol 
of IoC at Đông-Phương, though charging substantially higher tuition fee compared to regular 
VMI programs have been implemented on a small scale, i.e. two programs. The focus was 
more on these programs’ academic values than their economic values. In the Birrarung context, 
however, the massive recruitment of international students who pay around-three-times-higher 
tuition fees than domestic students was an integral part of curriculum internationalisation.   
Although both institutions were driven by academic motives, the nature of these 
motives differed in the two contexts. For Đông-Phương University, the academic rewards that 
internationalisation through curriculum borrowing was expected to offer included capacity 
development for staff and improvement of curriculum quality, which would in turn assist the 
institution in the quest for international recognition and the country in improving its human 
resources. In the Birrarung context, the academic motive of curriculum internationalisation was 
related to enhancing graduates’ capacity to effectively function, engage, and compete in the 
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global market. In other words, within the academic realm, IoC at Đông-Phương underlined 
improved academic quality, curriculum innovations, and greater international cooperation; 
whereas Birrarung viewed the development of global professionals and citizens as significant. 
That being said, such academic rationales underpinned economic goals since IoC in both cases 
served as a mechanism to assist both countries with workforce capacity-building in the 
globalised world. The difference was perhaps whether employability was an immediate focus 
(in Australia) or a long-term goal (in Vietnam).    
According to De Wit (2011), rationales for internationalisation vary in importance by 
country and by region. For Yang (2002), why HEIs engage in or respond to internationalisation 
in a certain way is ‘closely tied to [their] specific history, culture, resources and priorities’ (p. 
91) and those of the nations where they are located. In addition to the individual characteristics 
of HEIs, the current needs, priorities and circumstances of respective nations can be the 
cultural-discursive, material-economic, and social-political factors at play that impact HEIs’ 
rationales for internationalisation.  
In today’s world, a nation’s ability to generate or acquire technical and socio-economic 
knowledge and to educate a workforce capable of utilising such knowledge and technology is 
crucial for economic development (Gül, Gül, Kaya, & Alican, 2010). HEIs, therefore, have 
become key to internationalisation and global integration in terms of intellectual property and 
knowledge generation (Blackmore, 2002). In Vietnam, after more than 30 years since the 
country started to adopt the socialist-oriented market economy and moved towards greater 
global integration, the HE sector is still struggling to respond to the changing demands of the 
economy, the nation’s need for human capital and worldwide developments (Pham & Fry, 
2004; Tran & Marginson, 2018b). In such a circumstance, an urgent need and priority of the 
country is to renovate the curriculum and the quality of the whole HE system. It was these 
social-political arrangements that prefigured the academic and institution-strengthening focus 
of Đông-Phương’s IoC since, being one of the ‘key’ public universities in Vietnam, Đông-
Phương is under the direct control and directives of MOET (Do & Do, 2014).  
Education quality improvement, arguably being a goal of internationalisation efforts in 
Australia, is not necessarily an urgent focus since the country is home to some of the finest 
HEIs in the world and all Australian HE providers are required by legislation to satisfy 
threshold standards specified by the HE Standards Framework (Group of Eight Australia, 
2018). During the development history of Birrarung University, the major socio-political 
conditions posing significant impacts on the institution’s mission and vision include the 
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imposition of the market-based education model associated with the tightening of fiscal policy 
and the policy focus on developing graduate employability (see 7.3.2). As a result, the accent 
of curriculum internationalisation at Birrarung, and in Australia generally, is more on income 
generation and graduate employability.  
In summary, the comparison of Đông-Phương and Birrarung reveals that IoC at both 
universities is driven by economic, political and academic rationales. The priority and nature of 
these rationales, however, are not identical in the two contexts. While the main rationales of 
Đông-Phương are institutional and academic strengthening, those of Birrarung University are 
more about revenue and students’ preparation. However, those rationales may differ over time 
since history has shown that motivations for internationalisation efforts are not fixed (Jiang, 
2010) but subject to changes of global, national, and institutional contexts. Since an ultimate 
goal of HE internationalisation in Vietnam is to enhance graduates’ capacity to perform 
effectively in the domestic as well as regional market (Tran & Marginson, 2018b), it is 
probably appropriate to say that Đông-Phương and Birrarung are both moving towards 
educating global professionals and citizens. The quality and vibrancy of the Australian HE 
sector as a whole provide Birrarung with comparative advantages to be one stage ahead while 
its Vietnamese counterpart has to first prioritise overhauling its curriculum, strengthening 
academic capacity and gaining international recognition.  
10.3. Whether and how do the Australian and Vietnamese institutions communicate their 
objectives to academic staff and support them in IoC? 
The investigation into the ‘semantic space’ (Kemmis et al., 2014, p. 4) of curriculum 
internationalisation where stakeholders connect or disconnect to one another through ‘the 
social medium of language’ (ibid.) reveals a significant difference between the two institutional 
contexts.  
In the case of Đông-Phương University, no explicit communication of curriculum 
internationalisation objectives between the executives and academic staff was reported. 
Although the academic participants all spelled out the educational quality improvement 
purpose, which is the major sectoral and institutional rationale for IoC, such understanding was 
acquired mainly from their observation of what was happening in Vietnam HE and in their 
institution. Since continuously seeking better educational quality is supposedly an aim of any 
HEI and does not necessarily require a paradigm shift within disciplines, there was no 
controversy or tension between the policy level and the enacting level regarding the rationales 
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for IoC. The lack of communication about IoC rationales was nurtured by the belief that IoC is 
an intrinsic trait of the institution since international dimensions are an inherent characteristic 
of the business discipline. With such positioning, the academic participants, and Đông-
Phương’s executives as well, believed that the introduction of ‘an imported term’, i.e. 
internationalisation, and a clear articulation of an IoC agenda was unnecessary. This tacitly 
shared assumptions about IoC rationales, however, could be a potential source of many 
complications downstream because without an explicitly formulated institutional agenda, the 
degree and effectiveness of IoC implementation efforts, if any, would be left to chance. It 
would likely leave a wide gap between policy and practice since academics’ practices are then 
largely dependent on individuals’ interpretation of IoC’s meaning, motivation, capacity and 
their positioning of themselves and their work. For example, if an academic thinks that what 
he/she has always been doing is already of good quality, then no further effort would be needed 
to internationalise the curriculum for quality improvement purposes. The above belief about the 
business discipline is a critical cultural-discursive arrangement or, in Leask’s (2015) term, a 
cultural blocker that potentially inhibits IoC practice. Once the existing paradigm remains 
untouched, it is likely that changes would be minor and have little, if any, impact on student 
learning outcomes. 
In contrast, at Birrarung Business School, the rationales for IoC were communicated to 
academic staff in various ways. Since IoC was high on the institution’s agenda, its purpose was 
explicitly articulated on the institution’s website, strategic plans and mission statement, etc. At 
Birrarung Business School, remarkable efforts have been spent in order for IoC to reach 
individual academics. Besides the in-person conversations with staff, the School invited world 
experts in the field of international education to deliver capacity-building workshops through 
which academics were familiarised with the meaning, purposes and ‘best practices’ of 
curriculum internationalisation. Such efforts on the management’s part created an open 
discursive space for academics to acquire the contemporary discourse of IoC as well as 
knowledge about the IoC goals that the institution is pursuing. 
 Leask (2013) argues that while university policy plays an important role in affecting 
curriculum internationalisation, it is not enough on its own. Since academics’ lack of skills, 
knowledge and attitudes to engage effectively with internationalisation has been commonly 
reported in the literature (Brewer & Leask, 2012; Childress, 2010; Egron-Polak & Hudson, 
2014), PD and support within and outside of academics’ own discipline are crucial (Leask, 
2013). The comparison of Đông-Phương University and Birrarung Business School reveals that 
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Đông-Phương’s academics were left to their own devices in their negotiation with the 
internationalised curriculum while Birrarung’s academics had access to an abundance of 
support and PD opportunities. 
Professional development for IoC at Đông-Phương University was limited and aimed at 
a small group of academics who teach EMI programs. These included work visits to foreign 
partner institutions where Vietnamese lecturers worked as assistants for foreign lecturers and 
opportunities to obtain international professional certificates or even postgraduate degrees 
overseas under the funding from the university’s foreign projects. These PD activities focused 
more on developing disciplinary expertise and learning Western instructional techniques since 
IoC was perceived as alignment to Western curricula. Curriculum internationalisation PD in 
this case appeared to be ad hoc and short-term as it served the specific purpose of teaching the 
borrowed curriculum.  
In the Birrarung context, PD took various forms and was tailored to support academic 
staff in internationalising their enacted curriculum. Specifically, informal conversations, hands-
on support and capacity-building workshops were provided to staff to assist them in 
contextualising the very broad construct of IoC into particular disciplines, designing teaching 
and learning activities and developing assessments and rubric criteria. The approach that 
Birrarung Business School took was found consistent with the five-stage ‘Process of IoC’ 
proposed by Betty Leask in her ‘IoC in Action’ fellowship project (Leask, 2013). The process 
engaged academics in enquiries into their own discipline and teaching experiences, using 
guiding questions through each of the five stages: 
Stage 1 – Review and Reflect: To what extent is our curriculum internationalised? 
Stage 2 – Imagine: What other ways of thinking and doing are possible? 
Stage 3 – Revise and Plan: Given the above, what will you do differently in your program? 
Stage 4 – Act: How will we know if we have achieved our IoC goals? 
Stage 5 – Evaluate: To what extent have we achieved our internationalisation goals? 
The PD activities for staff were reported to be effective in making ‘subtle changes’ and 
a ‘growing awareness of what the different elements of IoC are’14. They also created a healthy 
semantic space with nurturing cultural discursive arrangements (Kemmis et al., 2014) so that 
                                                 
14 Interview data 
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‘lots of academics have had conversations or opportunities to think of how they can embed it 
[different elements of IoC]’15.  
In a concluding remark, the differing degree of communication and institutional support 
with regard to IoC reflects different dynamics between the management and the faculty at 
Đông-Phương and Birrarung. In the Vietnamese case, academics were given a high degree of 
autonomy, since Đông-Phương executives perceived academics to be sufficiently 
knowledgeable and competent to teach the imported curriculum. The expert power (French & 
Raven, 1959) that Đông-Phương’s management attributed to academics, on the one hand, 
increased their ‘psychological ownership’ (Dirks et al., 1996 in Crosling et al., 2008, p. 110) of 
the curriculum. It was, on the other hand, a social-political arrangement that led Đông-
Phương’s management to overlook the critical role of PD and staff support. In the Australian 
context, although academics’ expert power was also valued, Birrarung’s management 
recognised the need to seek a shared understanding of and commitment to IoC, as well as the 
necessity to provide staff with IoC support. This was because IoC at Birrarung aimed at 
creating ‘graduates with enhanced international capabilities’ through the integration of global 
outlooks into the curriculum. IoC for this aim is a process of ‘challenging dominant paradigms, 
exploring emerging paradigms in the disciplines, and imagining new possibilities’ (Leask, 
2013, p. 111), in which the vital role of PD for staff must be attended.   
10.4. How do business academic staff in both contexts perceive an internationalised 
curriculum and what is the impact of IoC on their pedagogical practices? 
Since ‘sayings’ are ‘forms of understandings’ (Kemmis et al., 2014, p. 3), academics’ sayings 
in and about curriculum internationalisation are manifestations of their perception of IoC. 
With respect to the sayings dimension, the discourses about IoC in both institutional 
contexts revolved around the formal curriculum, which is perhaps understandable because the 
formal aspects of the curriculum such as teaching content, instructional pedagogy and 
assessments are most directly related to teaching academics. However, the ways academics 
perceived an internationalised curriculum exhibited different orientations of IoC in the two 
contexts, i.e. outward-looking for the Vietnamese and self-reliance for the Australian. An 
internationalised curriculum, as perceived by Đông-Phương’s academics, is one that conforms 
to those of the Global North. The rhetoric of a ‘world curriculum’ represents a Western-type, 
                                                 
15 Interview data 
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advanced, and state-of-the-art curriculum that is worth learning from, or even replicating. Such 
perception of the internationalised curriculum demonstrated an outward-looking stance and an 
attitude of learning from more mature HE systems. In the Birrarung context, IoC took on a 
different direction, harnessing the curriculum’s perceived status of high quality and looking for 
ways to ‘purposefully develop their [students’] international and intercultural perspectives as 
global professionals and citizens’ (Leask, 2009, p. 209). As defined by the Birrarung 
academics, an internationalised curriculum has a sustained international ‘flavour’ and thus IoC 
must go beyond the piecemeal infusion of international cases and examples or a few isolated 
international studies units to involve the integration of global perspectives of particular 
disciplines throughout the curriculum. These differing perceptions of the internationalised 
curriculum demonstrate that internationalisation in HE is not a homogenous notion (Hudzik, 
2014; Knight, 2007) and this is particularly true for vastly divergent contexts like Australia, an 
education export provider, and Vietnam, an international education importer.  
 Leask (2008) states that the challenge of IoC is ‘personal, professional and institutional’ 
(p. 13). For academics in both contexts of Đông-Phương and Birrarung, the impact of IoC was 
clearly evident in that it required new ways of doing, i.e. academics were to think differently 
about what to teach and how to teach. For Đông-Phương academics, curriculum 
internationalisation’s impact was related to their navigating the curriculum borrowing policy 
while for Birrrung academics, it was about thinking outside the traditional ways of doing to 
contextualise and embed global perspectives in particular disciplinary units.  
According to Tran et al. (2018), the implementation of the APs in Vietnam, though 
usually cited as MOET’s signature initiative of curriculum internationalisation, appears to 
reflect aspects of curriculum borrowing and curriculum appropriation. At Đông-Phương, a 
certain degree of hybridity and selective borrowing was evident. First, a number of disciplinary 
units in the APs were hybrids of local and foreign ones. Second, some component units of the 
local curriculum similar to those taught by the partner university, were brought into the APs as 
electives for the purpose of curriculum alignment and staff capacity utilisation. Third, the local-
born HQPs were developed on the basis of referencing the APs and various foreign curricula 
with the inclusion of some signature units traditionally taught in Vietnamese language. The 
case study found that internationalisation of the enacted curriculum was characterised by two 
opposite dimensions of localising the imported units (through the infusion of local cases) and 
internationalising the local units (through the addition of international cases). These selective 
borrowings and local appropriations (Tran et al., 2018) were guided by academics’ 
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considerations about the ‘essence’ of internationally reputed business courses and the needs of 
their student cohorts. The impact of IoC on Đông-Phương academics’ work manifested 
therefore in the challenges of enacting the prescribed ‘global’ practices and ideologies (Ng, 
2012) in the local context.  
The enacted curriculum at Birrarung Business School reflects a different trajectory of 
IoC. It is outcome-oriented and takes the approach of scaffolding global perspective and 
employability throughout the whole course of a study degree. As such, the internationalised 
curriculum involved two simultaneous dimensions: contextualising and embedding global 
perspective at study-unit level and scaffolding global perspective and other transferable skills 
at course level. For certain courses or units, embedding global perspective occurred quite 
naturally and effortlessly since the courses/units, by definition, had international 
characteristics. For the others, global perspectives were blended into the development of other 
knowledge and skills, being part of all the GLOs rather than being associated with the Global 
citizenship GLO alone. Crucial in this process was the question of what global perspective 
means in a particular discipline and for a particular unit. Generally, global perspective was 
perceived to be an understanding of different environments of the globe and of different 
stakeholders’ viewpoints, ethics, cultures, etc. specified into particular disciplinary situations. 
According to the study’s participants, these IoC practices happened only recently. Past efforts 
mostly focused on quantitative measures such as the number of international students or 
overseas case studies used. The current IoC practices required academics to explore ‘alternative 
narratives, opportunities, and possibilities beyond the taken for granted’ (Leask, 2013, p. 109). 
The impact of IoC on Birrarung academics’ work is then related to the requirement to move 
beyond the existing paradigm of a discipline to consider new ways of thinking and doing.  
The impacts of IoC were also manifested in the ways the cultural-discursive, material-
economic and social-political arrangements for IoC enable and/or hinder academics’ practice. 
In the case of Đông-Phương University, the factor that created multiple problems at the 
classroom level was the university’s overestimation of its academic staff’s existing capacity to 
handle the EMI-based programs on their own resources. The challenge for Đông-Phương 
academics did not lie in the ability to have a solid understanding of the disciplinary content 
they were to teach, but in the use of EMI and the related issues. Since EMI was a major 
obstacle for academics’ didactic practice and for students’ comprehension, the academics 
employed various strategies such as repeating and re-explaining, switching between English 
and Vietnamese and sometimes undesirably simplifying the knowledge content. Some of them 
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utilised other favourable material-economic arrangements, such as the relatively small class 
size and available information technology, to organise learner-centred activities and discussion 
groups on social networking media to offer more learning support beyond formal class time. 
Although the EMI policy generated considerable didactic programs for lecturers, preventing 
them from being as knowledgeable and effective as when lecturing in Vietnamese, IoC through 
curriculum borrowing brought about opportunities for academics to be mindful of students’ 
abilities and needs as well as to be adaptive and creative in exercising supportive pedagogy. It 
was clear from the case study that IoC was a learning curve for academics, be it in terms of 
lecturing in English, professional knowledge gains through the attempts to negotiate a 
‘conjunction’ between the local and foreign curricula or in the supposedly basic aspect of the 
teaching job, namely instructions.  
This remark also holds true for Birrarung academics. The difference between the two 
contexts was that along the IoC learning curve, Birrarung academics received an abundance of 
support from teacher developers, the study skills division and the language and learning 
advisors. Also, a major aspect of their IoC practice involved pedagogical strategies that 
accommodate a more diverse student population, as opposed to the Vietnamese counterparts. 
The case study found that Birrarung academics exercised supportive, inclusive and engaging 
pedagogy to cater for students’ diverse learning needs, to engage students, and to foster 
international, intercultural learning. Some adopted strategies include avoidance of 
colloquialism in instructional language, provision of personal-level care and support, timely 
intervention in student group work, and positioning of students as co-constructors of 
knowledge and utilisation of international students’ cultural reservoir to enrich the learning 
experience of all students. These strategies were reported to emerge recently, partly because of 
what academics see as proper and beneficial for students in the current context of 
internationalisation. It was also because of the issues associated with the greater flexibility that 
students nowadays have over their study, for example, reduced student attendance and 
engagement.  
Another major change in the pedagogical practice of Birrarung academics was in the 
area of assessment, where rubric criteria were used school-wide to make explicit the intended 
learning outcomes and authentic assessments were employed in a number of courses. These 
authentic assessments typically required students’ participation in authentic professional 
practices and/or involved contributions of external professionals in certain parts of the 
assessment, for example, an external employer being invited to describe a real scenario and set 
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the task for students. This assessment innovation, though still in its infancy, has the potential to 
allow students to think like professionals and to take on the identity of a professional. With the 
use of authentic tasks, there were opportunities to embed the perspectives of different 
stakeholders and develop various employability skills, which is an IoC focus of Birrarung 
Business School.  
In the Vietnamese context, authentic assessments (as named by the academics) were 
also employed in EMI programs. However, they were deemed authentic in the sense that the 
tasks required students to discuss particular issues using real-world examples and data, rather 
than merely using theories. In other words, these tasks were considered authentic because they 
were more practical rather than because they involved students’ participation in a professional 
practice or with working professionals. In order to help EMI students gain more understanding 
of real-life professional practices and the requirements of the Vietnamese job market, some 
academics strove to invite external professionals to the classrooms and/or organise field-trips 
for students. However, the complicated administrative procedures for inviting guest lecturers 
and the poor institutional financial support inhibited academics’ motivation to sustain these 
activities. Some academics had to spend their own money on the guest lecturers’ travel 
expenses and accommodation, thus finding themselves caught between what they saw as 
beneficial for the students and the constraints of financial budget.  
The last aspect that reflected IoC impact on academics’ experience was their relatings, 
or how academics saw themselves in relation to others in their teaching context. In both 
contexts, although the legitimate power exerted by the management through staff policies and 
the expert power attributed to staff (see 5.4 and 9.4) had a positive influence on academics’ 
relatings, the solidarity among academics was found to be at risk as an unwanted result of IoC. 
At Đông-Phương University, the incentive schemes focusing on EMI teaching staff, for 
example, higher payment, exemption from administrative duties, overseas work visits, etc. 
risks creating a division between EMI and VMI academics. This can potentially influence 
staff’s relatings in an obstructive manner for future internationalisation activities. In the 
Birrarung context, the institution’s policies and support for IoC provided opportunities for 
cooperative relationships between teaching staff and supporting professionals during their 
internationalisation learning curves. However, the increasing focus on research performance, 
which is key to universities’ reputation and ranking (Marginson, 2007), resulted in intra-
institutional tensions between teaching and research, leaving staff positioning their teaching 
role as being marginalised.  
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Regarding academics’ relationship with students, the use of EMI at Đông-Phương 
University negatively impacted classroom rapport and communication, thus to a certain extent 
inhibiting the relationship between academics and students. At Birrarung Business School, the 
contemporary discourse of IoC seemed to impact constructively on academics’ positioning of 
students and their role in the lecturer-student relationship. Instead of making a distinction 
between domestic and international students, which may pave the way for less positive 
stereotyped perceptions toward one cohort (see Chalmers & Volet, 1997; Leask, 2005, 2010), 
the academics tended to think of the social and cultural needs of the whole student body and to 
position students as equal partners in the construction of knowledge. These relatings were 
found to be progressive and fit well with a tranche of the literature body on engaging students 
productively and meaningfully in internationalisation (Jones, 2017; Bryson, 2016; Flint, 2015; 
Green, 2019).  
In a concluding remark, the impact of IoC was manifested in all three dimensions of 
academics’ practice - sayings, doings, and relatings - which exhibited unique characteristics of 
IoC in each institution. In both contexts, certain levels of creativity were evident in the ways 
academics internationalised their enacted curriculum and supported student learning. The 
remarkable difference was that for Đông-Phương academics, IoC is more about appropriating 
the borrowed curricula to address the tensions between the prescribed ‘global’ practices and 
ideologies and the local students’ needs while for Birrarung academics, IoC is about 
developing global knowledge and skills in all students.  
10.5. How do students experience the IoC and what is its impact on their becoming? 
In this study, student experience of IoC has been understood as a totality of students’ 
interactions with the internationalised curriculum, including academic experience, engagement, 
and campus experiences. A comparison of IoC in Đông-Phương and Birrarung contexts 
suggested that students’ experiences of IoC were both positive and negative, and depended 
greatly on the students’ frame of reference (Kandiko & Mawer, 2013), constituted by their 
expectations and/or their perception about the requirements of professional practice.  
Students’ perception about the requirements of professional practice in the business 
field differed greatly in the two contexts. While Đông-Phương students attached high values to 
disciplinary knowledge and technical skills as well as foreign language proficiency, Birrarung 
students considered soft skills and social network more critical. The Vietnamese students’ 
perception might be influenced by the long-standing emphasis of Vietnamese HE curriculum, 
 199 
 
and perhaps of the whole educational system, on formal academic learning and theoretical 
knowledge (Tran, Marginson, et al., 2014). In the Australian context, HE historically has a 
more vocational approach. The fact that the discourse of employability has gained increasing 
momentum and soft, transferable skills account for seven out of eight GLOs of Birrarung 
curriculum might contribute to the students’ perception outlined above.  
With such perceptions, the students developed their expectations towards their study 
programs accordingly. Đông-Phương students expected high quality of both disciplinary 
knowledge and English learning. They expected to gain ‘advanced’ knowledge through the 
foreign textbooks, highly qualified lecturers and particularly through the ‘hybrid’ curriculum 
which incorporated Vietnam-specific contents, all of which were the ‘advanced’ features of the 
EMI programs that the institution advertised to students. Although Đông-Phương students 
expected their study to be a valuable stepping stone towards bright employment prospects, the 
themes of employment and employability were not as strong as in the case of Birrarung 
students. For Birrarung students the development of knowledge and skills was highly career-
oriented. They expected both the academic side and the social side of their study program to 
effectively serve their ultimate purpose of gaining employment.  
Students’ experience of IoC was reported and evaluated in relation to the aspects 
perceived to be important for their future occupations and through the lens of students’ 
expectations. At Đông-Phương University, despite being advertised with appealing, cutting-
edge features, the APs fell short of students’ expectations in terms of both knowledge content 
and pedagogy. The internationalised curriculum borrowed from the West exhibited various 
problems, mostly associated with the use of EMI. Since the English-only policy caused 
difficulties for both academics and students, it impacted students’ comprehension of 
specialised, business-related knowledge, motivation to study and engagement with the 
curriculum. Although the foreign textbooks used in the EMI programs were described as ‘well-
structured’ and ‘interesting’, students expressed much concern about the ‘simplified’, 
‘superficial’, and ‘ambiguous’ learning content in class. The comprehension uncertainty 
created a psychological barrier that resulted in EMI students’ seeing themselves as less 
competent than VMI students in terms of disciplinary knowledge. Although the lecturers strove 
to blend Vietnam-specific content into the imported curriculum, students still saw a certain 
degree of disconnection between the Western content and the actualities of the Vietnamese 
economy as well as the requirements of their future jobs.  
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A similar misalignment between university courses and the workplace was also 
reported by Birrarung students. Although the overall experience of students in terms of 
professional knowledge was positive, the students were not always clear about the value and 
relevance of study units. Based on their own understanding about the requirements of 
professional practice, the students believed that the curriculum sometimes contained redundant 
content but at the same time lacked the necessary knowledge for them to be work-ready upon 
graduation. 
The development of communication skills, which was perceived as essential for 
successful professional practice, also fell short of the students’ expectation since it focused 
more on written communication than on oral and interpersonal communication. The dominant 
use of written tasks and conventional exams for the purpose of course accreditation and the 
limited number of interactive activities were found to be a hindering material-economic 
arrangement for the development of this important skill. Interestingly, in the Vietnamese 
context where education has long been criticised for over-emphasising theoretical and 
scholastic knowledge (Tran, Le, et al., 2014), interactive discussions were commented on 
positively by the students as the ‘bright spot” of the EMI programs through which valuable 
skills were developed and refined. This is probably because EMI academics strove to adopt 
Western-style pedagogy, which is generally believed to encourage communication and 
interaction within classrooms, to suit the anticipated needs of the ‘Western-oriented’ EMI 
students.  
Although interactive discussions were a highlight of the EMI programs, students’ 
expectation of improving English competency was not satisfied due to their minimal use of 
English in class and limited interaction with exchange students. Also, students’ experience with 
lecturers’ spoken English was generally not positive, resulting in the failure of this distinctive 
feature, i.e. English-medium-instruction, of the EMI programs. 
In terms of global learning, the cross-case comparison revealed that certain levels of 
global awareness and intercultural competency were learned by students in both contexts. The 
difference was that while Birrarung students were purposefully exposed to various 
internationalised learning opportunities to develop a global outlook as part of the intended goal 
of IoC, global learning seemed to be incidental for Đông-Phương students since it was not the 
aim of IoC in Vietnam. Such global learning in both contexts, whether intended or incidental, 
happened mainly within the formal curriculum where international dimensions were 
incorporated. In the context of Đông-Phương University, for example, a considerably sustained 
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international dimension of the EMI curriculum was the ‘world context’ that was used for most 
of class discussions. Even though this ‘world context’ mainly referred to Western countries and 
was thus not ideally multinational, such exposure still had the potential to enable global 
learning as it could at least raise the students’ awareness about the need to look at subject 
matters from a broader perspective.  
The literature on intercultural interaction around the world suggests that the presence of 
international students on campus per se does not guarantee intercultural interaction or 
transformative cross-cultural learning (De Vita, 2005; Leask, 2010, 2015). The investigation of 
Đông-Phương and Birrarung students’ interaction inside and outside the classroom revealed 
that although the presence of international students could be a catalyst for students’ awareness 
of differences and mutual learning attitude, only a very small number of students could benefit 
from the potential of intercultural interaction. In Đông-Phương’s context, the number of 
international students was small, i.e. less than 1% of 14.500 students and had no significant 
contribution to the diversity of the student population. Also, it was reported that the institution 
did not have sufficient strategies to accommodate this student cohort and to capitalise on the 
cultural habitus (Bourdieu, 1993) they brought to the classroom and campus life. In Birrarung’s 
context, although the number of international students was significantly higher, i.e. around 
11,000 students, cross-cultural interaction, let alone lasting friendships, was also rare.  
Reasons for the lack of international interaction were various, including the reported 
long-standing negative stereotype of international students (Leask, 2005, 2010), the general 
decrease of student-student contact on university campuses (McInnis, 2003), different study 
schedules due to the ever flexible study options students enjoy at Birrarung, and the 
establishment of cultural silos within the student population (Blackmore et al., 2018; Brown & 
Holloway, 2008). Although Asian students studying in a Western context are often portrayed as 
preferring the company of other Asian students (Chalmers & Volet, 1997), the case study of 
Birrarung students revealed that affinity grouping was a natural tendency of both domestic and 
international students (also see Blackmore et al., 2018). This finding lent support for the 
sustainability of the inclusive approach currently taken by Birrarung academics (see 9.4) that 
positions students in terms of social and cultural needs rather than demography.  
In the aforementioned aspects of IoC in the two institutional contexts, students’ 
experience was evidently both positive and negative. In both contexts, students demonstrated 
their personal agency in their knowing, acting and being (Barnett & Coate, 2005), i.e. seeking 
opportunities and exerting efforts in their learning and personal development in light of their 
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aspirations for the future. In other words, IoC in both contexts stimulated students’ agency for 
becoming (Tran & Vu, 2017) in their engagement with the internationalised curricula. The 
ways students engage and what constitutes their agency, however, were context-based and 
socioculturally-situated (Phan et al., 2018). 
In the Vietnamese context, the IoC practice architecture was characterised by the 
limitations of curriculum borrowing concerning comprehension of disciplinary knowledge, 
unsuitability of some subjects, and inapplicability of contextual knowledge due to the local - 
global differences. In such circumstances, Đông-Phương students exercised need-response 
agency (Tran & Vu, 2017) to engage with the ‘imperfect imported curriculum’, striving to 
translate the foreign materials and theories into the local context. The most common strategies 
were self-study through Vietnamese textbooks and references and doing part-time jobs to 
understand how business is operated in the local context. In other words, the material-economic 
arrangements (Kemmis et al., 2014) of IoC at Đông-Phương University positioned the students 
in ways that made it imperative to exert effort in taking charge of their own learning.  
At Birrarung Business School, students’ engagement was geared more towards 
becoming global graduates because global outlook is a key learning outcome of the 
internationalised curriculum. The IoC practice architecture was characterised by the integration 
of international, intercultural, and global dimensions into various aspects of the formal 
curriculum as well as the diverse demographics of the student population, as opposed to the 
Vietnamese context. As such, for many students, exposure to internationalised learning 
opportunities emerged as part of the intended goals of the curriculum rather than out of their 
personal agency. The study revealed that the ways students engaged with internationalisation, 
whether ontologically or operationally (Barnett & Coate, 2005), depended on how they made 
sense of the learning experiences provided and the importance of global outlooks. For instance, 
students who recognised the value of intercultural understanding and enjoyed the diversity on 
campus engaged more ontologically, or wholeheartedly, in developing global outlooks. Others, 
while engaging instrumentally with the international, intercultural dimensions of the formal 
curriculum, ‘reached out’ to equip themselves with relevant employability skills in light of 
their aspired professions through self-researching about the pursued areas, investigating 
employers’ demands, and applying for part-time jobs.  
Although Đông-Phương and Birrarung students were active actors in their knowing and 
acting, opportunities for being were shown to be insufficient in both contexts. In the 
Vietnamese contexts, fieldwork and authentic learning activities that may contribute to the 
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development of a professional identity were only peripheral to the core curriculum. In the 
Australian context, the well-meant WIL programs aiming at providing students with 
opportunities of being-in-the-profession and being-in-the-world (Heidegger, 1962) failed to 
engage a large number of students for various reasons (see 10.4.3). Students’ becoming in both 
contexts, therefore, was more epistemic than ontological.   
In conclusion, students’ experience of IoC at Đông-Phương University and Birrarung 
Business School was both positive and negative. In both contexts, students demonstrated their 
agency for becoming in an effort to enrich their learning and realise specific needs in light of 
their future aspirations. While Birrarung students’ engagement with IoC was facilitated by 
more favourable conditions, Đông-Phương students tended to be self-reliant or collaborative 
with peers within the space of the informal curriculum, for example, extra-curriculum activities 
and student clubs. The impact of IoC on students’ becoming in both contexts was more related 
to the two dimensions knowing and acting than to the being dimension. Phan et al. (2018) state 
that student agency cannot be fully capitalised on without active institutional agency. It is 
therefore argued that institutional commitment and endeavours in creating conductive 
conditions for students’ being, for example, involving students as co-producers of curriculum 
or making WIL programs more accessible for all students, is crucially needed for IoC to bring 
forth students’ truly transformative becoming.  
10.6. Conclusion 
This chapter has provided a cross-case comparison of Đông-Phương University and Birrarung 
University with regard to institutional IoC rationales, communication and staff support, 
academics’ perceptions of IoC, pedagogical practices, and students’ experience of IoC. 
Succinctly, although IoC at both universities was driven by economic, politic and academic 
motives, the nature and aspirations around IoC were highly contextually-based, and so were 
academics’ and students’ engagements. The conclusion chapter that follows will recap the key 
findings of the research and discuss the answer to the main research question as well as 
implications for practice. 
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Chapter 11. Discussion and conclusion 
11.1. Introduction 
This study aimed to investigate the internationalisation of business curriculum at the teaching 
and learning level in the Australian and Vietnamese contexts. This final chapter presents the 
key findings that emerged from the comparison of Đông-Phương Univeristy and Birrarung 
Universiy and discusses the nature of academics’ and students’ engagements and experiences 
of IoC. Recommendations for practice and for future studies are offered towards the end of the 
chapter. 
11.2. Discussion of key findings 
A number of findings were made in this comparative case study. The compact answer to the 
overarching research question is: Internationalisation of the enacted curriculum at the 
Vietnamese university took an infusion approach to negotiate a ‘conjunction’ between the 
imported and the local curriculum, whereas at the Australian university it involved a course-
wide redesigning of the curriculum to embed and scaffold employability and global learning. 
IoC in both contexts had remarkable impacts on academics’ teaching as it was a challenging 
learning curve. Students’ experience of IoC was both positive and negative; in both contexts, 
IoC triggered students’ agency for becoming either in the appropriation of the imported 
curriculum or in the development of employability skills and global outlooks. The comparison 
of the two contexts also revealed differing degrees of institutional investment in change.  
More specifically, I found that IoC at Đông-Phương Univeristy and Birrarung Business 
School responded to the current needs, priorities and circumstances of their respective nations. 
The rationale for IoC at Đông-Phương was academically and developmentally oriented, which 
echoed the efforts at HE sectoral level in addressing the country’s needs to renovate the 
curriculum and lift the educational quality. Though not serving the recruitment of international 
students for revenue, IoC at Đông-Phương still resonated with economic imperatives since the 
educational quality aspiration was grounded in the country’s urgent need for building human 
capital and greater global economic and cultural integration (Tran & Marginson, 2018b). Apart 
from these socio-economic demands, the overarching internationalisation agenda at the sectoral 
level that prioritises capacity-building and quality improvement, the growing demand for 
international education of the burgeoning middle class (Tran & Marginson, 2018b), and the 
increasing competition from international universities in Vietnam were major social-political 
arrangements (Kemmis et al., 2014) prefiguring Đông-Phương’s IoC rationale.  
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In the case of Birrarung University, the rationale for IoC was a combination of income 
generation and student development motivations, which was consistent with the 
internationalisation developments in the wider context of Australian HE. The major socio-
political arrangements that played a significant role in shaping Birrarung’s rationales for IoC 
were the imposition of the market-based educational model associated with the tightening of 
fiscal policy (McPhee, 2014) and the increasing focus on graduate employability (Gribble et 
al., 2015). Such focus has the dual aim of building workforce capacity in line with employers’ 
perceptions and needs (Gribble & Blackmore, 2012) and attracting international students, 
particularly those from the emergent Asian middle class (Gribble et al., 2015), as a source of 
institutional income.  
The comparison of rationales revealed that although IoC at both institutions was driven 
by economic, politic and academic motives, the nature, focus and aspirations around these 
rationales differed across institutions. This was largely prefigured by the distinctive features, or 
arrangements from the viewpoint of practice architectures theory, in the wider sociocultural, 
political contexts of Vietnam and Australia, including the stage of development (of both the 
economy and HE system) and each country’s self-positioning in the world.  
Being a major representative of the developed countries with some of the finest 
universities in the world, Australia has been at the forefront of international education, 
positioning itself as an education export provider. Also, the country has been focusing on Asia 
engagement (Australian Government, 2012), considering the development of Asia-relevant 
capabilities critical for Australian domestic students and the nation’s future. Hence, developing 
global competence and employability skills are the major themes in Australia and HEIs’ 
internationalisation agendas, including Birrarung’s. From the perspectives of Birrarung 
academics, an internationalised curriculum has an international ‘flavour’ sustained by the 
integration of global perspectives into all aspects of the formal curriculum to become part of all 
GLOs.    
Vietnam is a developing country with HDI16 index of 0.694 in 2017, ranking 116 out of 
189 countries, compared to Australia’s score of 0.939, ranking 3 (UNDP, 2018). This is partly 
attributed to the poor quality of the Vietnamese HE (Tran & Marginson, 2018b) which has 
been struggling with finding ways to overhaul the curriculum to meet the demands of the 
growing economic and cultural integration at regional and global levels (Pham & Fry, 2004). 
                                                 
16 Human Development Indicators 
 206 
 
Conditioned by such context, IoC in Vietnam and at Đông-Phương particularly prioritised 
educational quality enhancement and took an outward-looking approach manifested in the 
borrowing of Western curricula. This approach aligned closely with the ‘opening to the world’ 
and ‘learning from the world’ principles of Vietnamese education development (Tran et al., 
2018, p. 60). Such principles, or learning mindset, were the cultural-discursive arrangements 
shaping the Vietnamese academics’ perception of IoC, that is, an internationalised curriculum 
is one that conforms to those of the Global North in terms of quality standards. 
At the enacting level, IoC at Đông-Phương was characterised by two opposite, 
horizontal dimensions of localising the imported units (through the infusion of local cases) and 
internationalising the local units (through the addition of international cases). The local 
appropriation practice has the instrumental purpose of providing Vietnamese students with 
locally relevant knowledge (see 5.3.1), which can also be explainable by the Vietnamese 
people’s long-standing tradition of creatively adapting foreign values and practices (Tran et al., 
2018). IoC at Birrarung was implemented both horizontally and vertically, involving two 
simultaneous dimensions: contextualising and embedding global perspectives at study-unit 
level (horizontal) and scaffolding global perspectives and other transferable skills at course 
level (vertical). The impact of IoC on Đông-Phương academics’ teaching experience then was 
related to their navigating the curriculum borrowing policy. For Birrarung academics, IoC’s 
impact was related to the requirement to ‘think outside the box’ in contextualising and 
embedding global perspectives in all aspects of their enacted curriculum, i.e. learning 
outcomes, knowledge content, pedagogical and assessment.  
The comparison of the two institutional contexts revealed that although IoC was 
positioned by Đông-Phương University as crucial for institutional strengthening and 
international recognition, it seemed to be a low priority area in terms of communication effort 
and staff support. The cultural-discursive arrangement that nurtured the lack of communication 
regarding IoC rationale and meaning was the belief that international dimensions were an 
inherent characteristic of the business discipline and that IoC was an intrinsic trait of the 
institution and did not require the introduction of an ‘imported term’ and an agenda. The expert 
power and high degree of autonomy that Đông-Phương executives granted to the academics 
were the hindering social-political arrangements that prevented Đông-Phương’s management 
from recognising the critical role of PD and staff support. Consequently, the academics were 
left to their own devices in negotiating the borrowed curriculum, for example, seeking 
assistance from their own network to find teaching materials or using their own money to invite 
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guest speakers or organise fieldtrips for students. The lack of appropriate material-economic 
arrangements for the introduction of a new curriculum to a certain extent demotivated the 
academics, placing them in a dilemma between what they saw as best for students and the 
constraints of financial budgets. 
Birrarung’s academics, in contrast, were well informed of IoC rationales, meaning and 
‘best practices’ through various channels. They also received abundant, internationalisation-
specific support to contextualise IoC into their discipline. These reflected Birrarung’s 
remarkable efforts in making IoC reach individual teaching academics and disrupting the 
existing disciplinary paradigms to encourage the imagination of new possibilities (Leask, 
2013). A driver underpinning such efforts is arguably Birrarung’s attempts to gain distinction 
and advantages in the global HE market for the purpose of recruiting international students. 
Also, as some of its business courses were accredited by international bodies, the institution 
was bound to meet the curriculum internationalisation requirements.  
The impact of IoC on Đông-Phương academics’ teaching experience was related to 
their navigating the curriculum borrowing policy. Specifically, the academics were found to 
alter their pedagogical strategies to resolve the challenging issues associated with EMI teaching 
and to modify the borrowed curriculum in the interests of their student cohort. For Birrarung 
academics, who are deeply advantaged by the hegemony of English language, IoC’s impact 
was related to the requirement to ‘think outside the box’ in contextualising and embedding 
global perspectives in all aspects of their enacted curriculum, i.e. learning outcomes, 
knowledge content, pedagogy and assessment. In both cases, IoC was a learning curve for 
academics. For Đông-Phương academics, appropriating the borrowed curriculum brought 
about opportunities to gain knowledge, to be mindful of students’ abilities, difficulties and 
needs, and to be creative in supporting students’ learning. For Birrarung academics, the 
learning curve was about accommodating all diverse students’ learning needs, engaging them 
in their learning and fostering the development of global outlooks. This finding indicated that 
the nature of staff’ professional learning in IoC strongly varied across different contexts. 
The legitimate power exerted by the management of both institutions through staff 
policies and the expert power attributed to staff were enabling social-political arrangements for 
the academics’ acceptance of IoC and internationalisation practices. However, recognition and 
rewarding schemes focusing on EMI academics in the case of Đông-Phương and on research in 
the case of Birrarung risk creating divisions between EMI and VMI academics and tensions in 
the teaching-researching nexus. This may present a potential obstruction for IoC as a 
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proportion of faculty staff may feel marginalised and not appropriately rewarded for their 
internationalisation efforts.  
From the learning perspective, students’ experiences of IoC in the two institutions were 
both positive and negative. Although certain aspects of the borrowed curriculum, such as 
textbooks and interactive discussions, were positively commented on by Đông-Phương 
students, the EMI programs generally fell short of students’ expectations in terms of 
knowledge relevance and particularly the use of EMI. Given that the lecturers strove to 
appropriate the borrowed curriculum to increase its local practicality, the question remained 
how much appropriation is effective within the constraints of class time, curriculum space, 
students’ and staff’s capacity as well as students’ expectations and needs. In the Australian 
context, while the overall experience of Birrarung students in terms of professional knowledge 
was good, there were concerns about the development of oral, interpersonal communication 
skills as well as professional networking. Despite the inconsistent experiences of students from 
different study majors in one curriculum aspect or another, throughout their courses Birrarung 
students were purposefully exposed to internationalised learning opportunities in order to 
develop a global outlook as part of the intended goal of IoC. On the contrary, global learning 
was not an aim of IoC at Đông-Phương and seemed to be acquired incidentally by the students 
through the dominant Western content of the borrowed textbooks.  
The cross-case comparisons also pointed to the divergent IoC practice architectures in 
the two contexts that geared students’ engagement towards different directions. The 
shortcomings of the borrowed curriculum drove Đông-Phương students to strive to translate the 
foreign materials and theories into the local contexts. In contrast, Birrarung students’ 
engagement with IoC was related to developing global outlooks and employability skills. In 
their engagement with IoC, students in both contexts demonstrated their agency for becoming, 
seeking opportunities and exerting effort in their learning and personal development in light of 
their aspirations for the future. The impact of IoC on students’ becoming in both contexts was 
more epistemic than ontological since it was more related to the two dimensions of knowing 
and acting than to the being dimension.  
The key findings bring me to the following concluding remarks: 
First, IoC at Đông-Phương University and Birrarung University stems from two 
philosophically different starting points. In the Vietnamese context, IoC was rooted in the 
ideology of external reliance and imported wisdom (Foskett & Maringe, 2010), thus having an 
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outward looking stance. Although the main drivers of IoC at Đông-Phương University, and in 
Vietnam more generally, are humanistic and developmental (Tran, Marginson, et al., 2014), 
IoC through borrowing the ‘best curriculum of the West’ (Tran et al., 2018, p. 55) seemed to 
have more of symbolic reputational motive of having internationally recognised curricula and 
programs, as it overlooked implementation difficulties. In the Australian context, IoC takes a 
different direction, being self-reliant to harness the curriculum’s perceived status of high 
quality and seeking initiatives to ‘purposefully develop their [students’] international and 
intercultural perspectives as global professionals and citizens’ (Leask, 2009, p. 209). 
Second, the investigation into IoC at the teaching and learning level in the two 
institutional contexts indicates that IoC in reality embodies complex and sometimes 
contradictory discourses and practices. In the Australian institutional context, the project of IoC 
required a combination of top-down imposition and staff empowerment to minimise the risk of 
IoC ending up as a ‘tick-box’ activity. At the Vietnamese university, although IoC through the 
borrowing of Western curriculum was considered a rational lever to achieve the institution’s 
developmental goal with curriculum quality enhancement being the prime consideration, 
academics’ and students’ experiences revealed a lack of institutional investment in curriculum 
reforms.  
Third, while the role of academics at the coalface of teaching and learning (Green & 
Whitsed, 2012) was emphasised, academics’ ownership of the curriculum seemed to decline 
due to the increasing involvement of more parties into the curriculum development process and 
the increasing prescriptive nature of the internationalised curriculum in the Australian context. 
Once adherence to the prescriptive curriculum became a performance indicator, it might 
demotivate academics to come up with their own initiatives and to spend effort making 
changes happen. Green & Whitsed (2015) contend that doing IoC effectively means engaging 
in praxis which takes into account the agency of people who act and the relationships between 
people and the social, cultural and structural conditions. The tension between academics’ 
autonomy and the objective of ensuring equity and consistency in learning experiences for 
students (through the prescriptive curriculum) points to the challenge of harmonising 
curriculum policy and practice.  
Fourth, this study highlights that what constitutes academics’ and students’ experiences 
of IoC is context-based and socio-culturally situated. From the perspective of practice 
architectures theory, teaching and learning experiences take shape and occur in the institutional 
sites of practice, bearing the impact (both positive and negative) of the existing cultural-
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discursive, material-economic and social-political arrangements at the sites. In the Vietnamese 
context, those arrangements are related to the curriculum borrowing policy, while in the 
Australian context, they are linked to the global citizenship development agenda and strategic 
plans on international student recruitment.  
Fifth, in both contexts, the students were found to exercise agency-for-becoming to 
seek opportunities and exert effort in their learning and personal development. Although the 
priorities and degree of engagement depends on each individual, the study’s findings suggest 
that students can be the key actors in IoC. They were not passively conditioned by the 
curriculum drawbacks, but proactive in their informal learning environments, for instance, 
extra courses outside university, part time jobs, and student clubs.  
Sixth, teaching and learning have the potential to alter the existing arrangements within 
the institutional site of practice and subsequently transform the internationalisation process. 
This was evident in the case of Đông-Phương academics who, through their negotiating a 
‘conjunction’ between the local and the foreign curricula and supporting students’ 
comprehension, altered the existing arrangements, such as the dominance of Western content 
and English-only regulation. Their practice of localising the imported units and switching 
between English and Vietnamese turned the rigid ‘curriculum copying’ at the policy level into 
‘conscious borrowing’ at the enacting level. This brings us back to the third point above, about 
the needed degree of autonomy that allows academics to engage in IoC praxis. Phan et al. 
(2018) argue that active institutional agency is critical for staff and student agency to be fully 
capitalised on. In other words, institutions must exercise their agency through both 
commitment and appropriate investments in change and in constructing the right 
‘intersubjective space’ (Kemmis et al., 2014, p. 38) with enabling practice architecture that 
nurtures IoC praxis. 
11.3. Implications for practice 
Findings from this comparative study suggest a number of recommendations for IoC at both 
institutional and classroom levels.  
Recommendation 1 
According to Tran, Ngo, Nguyen, and Dang (2017), policy borrowing and learning from the 
world has been a key characteristic of Vietnamese HE internationalisation. Borrowing 
successful policy from one original context and implementing it in another context is not an 
uncommon practice (Alderman, 2015; Dale, 1999; Steiner‐Khamsi, 2006). However, the nature 
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of borrowing, whether it is a rigid transfer or borrowing with modification for the local context, 
is one of the key concerns (Tran et al., 2017). Internationalisation through curriculum 
borrowing at Đông-Phương University exhibits a certain degree of conscious borrowing since 
the inclusion of some of the university’s signature units and the infusion of local content into 
the borrowed curriculum were found to ‘add values’ to and mark the institutional identity in the 
borrowed programs. However, the localisation was fragmented, ad hoc and inconsistent in the 
sense that it largely depended on individual academics’ discretion. In order to effectively 
capitalise on the strength of the borrowed curriculum and tailor it to suit the needs of local 
students and local market, it is important to have better collaboration between management, 
academics, and students rather than leaving academics to their own devices at the coalface of 
teaching and learning. This also points to the critical role of local leadership, PD and mentoring 
for staff as well as curriculum internationalisation champions in supporting IoC practices. 
Recommendation 2 
Previous research suggests that establishing relevance is important for students’ motivation to 
learn (Keller, 1987; Kember et al., 2008) as students tend to engage more with learning content 
they perceive as important and relevant to their future goals. The same applies for academics. 
As stated by Leask and Beelen (2009), academics must have an overview of how the 
curriculum and each of its components contribute to students’ international, intercultural and 
global learning. The case study of Birrarung Business School provided an example of 
institutional effort in terms of informing staff and engaging them in the embedding and 
scaffolding of global perspectives in individual units and throughout the curriculum as a whole. 
However, communication to students regarding the value and relevance of study units, 
particularly the internationalisation elements within the units, to their becoming should occur 
more to increase students’ learning motivation. 
Recommendation 3  
Along the same lines as the preceding recommendation, the objectives of curriculum borrowing 
as well as the role of EMI programs for Đông-Phương’s institutional strengthening should be 
formally communicated to academics and students. Since academics and students can be key 
change agents in curriculum internationalisation, as shown in this study, keeping them 
informed of policy objectives should be the first and foremost step to call for their commitment 
in translating the top-down policy into practice. In other words, creating a transparent and open 
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semantic space with enabling cultural-discursive arrangements is essential for a shared 
understanding and commitment to curriculum internationalisation among stakeholders.  
Recommendation 4 
The lack of training and professional development associated with top-down reforms was not 
uncommon (Portnoi, 2016). However, the contrasting cases of Đông-Phương University and 
Birrarung University showed that the introduction of a new curriculum requires more than 
training and professional development for sovereign individuals. Praxis takes into account 
personal agency which involves the interplay between individual effort, available resources and 
contextual factors (Obeng-Odoom, 2012). Engaging academics in IoC praxis, therefore, 
requires appropriate investment in constructing new material-economic, and social-political 
arrangements for the project of the internationalised curriculum. Examples of such 
arrangements can be appropriate physical and financial resources, simplified administrative 
procedures for inviting guest lecturers, rewards and recognition for IoC achievement, or the 
appointment of IoC manager and curriculum enhancement team, as in the case of Birrarung 
University.  
Recommendation 5 
The transformation of student-self into an ‘ideal’ graduate, who is capable of functioning well 
as a global professional and citizen, requires more attention to the being dimension of students’ 
becoming. In both Vietnamese and Australian contexts, the student participants wanted more 
opportunities to socialise with working professionals, more authentic learning activities that 
expose them to real-life professional practice, and more intercultural learning opportunities. In 
this aspect, the informal curriculum could be used more effectively since its dynamic has great 
potential in providing students with opportunities of being-in-the-world (Heidegger, 1962). 
While involving ‘outsider’ professionals can be difficult, as shown in this case study, alumni 
with their unique connection with the institution can be a well-suited group (Egizii, 2015; 
Shakil & Faizi, 2012). In addition, purposeful arrangements for student connections between 
partner HEIs can provide beneficial opportunities for intercultural learning, particularly in 
contexts like Vietnam where the number of international students is limited. The popularity of 
student clubs in Đông-Phương University and their effectiveness in creating ‘excellent learning 
communities’ that nurture social interaction and long-lasting friendships suggest that student 
clubs could be an effective platform for engaging students ontologically.  
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Recommendation 6 
Barnett and Coate (2005) state that academics’ and students’ engagement is the measure of a 
successful curriculum. However, what constitutes academics’ and students’ engagement in 
curriculum internationalisation is culturally and contextually specific. Therefore, the learning 
of ‘best practices’ in engaging staff and students from one context into another should carefully 
take into account specific history, culture, resources and priorities of the institutions and the 
nations where they locate. Besides, generalisation of the constructs of student and staff 
engagement across national contexts should be avoided (Phan et al., 2018).  
11.4. Significance of the study 
This study makes a significant contribution to scholarly research and practice in several 
aspects. 
First, I make a theoretical contribution since the conceptual framework of curriculum 
internationalisation that combined Kemmis et al.’s (2014) practice architectures theory and 
Barnett’s and Coate’s (2005) conceptualisation of curriculum has never been used in the 
international education literature. The use of this framing model underscores the ontological 
aspect of the internationalised curriculum and expands the knowledge about IoC in the 
dimension of how academics’ and students’ experiences of and engagement with IoC is 
context-based and socioculturally situated. 
Second, I make a methodological contribution as comparative work is rarely captured 
in the international education literature, particularly among studies with a focus on the enacting 
level of curriculum internationalisation. The use of comparative case study methodology was 
helpful for the study’s investigation of how similar terms and pressures are vernacularised in 
different contexts due to their specific cultural-discursive, material-economic, and social-
political arrangements or conditions.  
Third, I make empirical contributions since the study reflects the voices of academics 
and students, the stakeholders directly involved in and influenced by curriculum 
internationalisation. This contribution is significant, particularly for the literature on 
Vietnamese HE internationalisation, which until now has been approached mostly from the 
macro-level of sectoral and institutional levels. For the broader international literature on IoC, 
the study contributes in-depth insights about the perceptions and experiences of academics and 
students from a developing country in Asia which is still an under-researched area.  
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Additionally, the study provides important empirical understandings about the 
grassroots level of teaching and learning in IoC in two distinctive institutional contexts, one in 
an Asian, developing, education-importing country and one in an Anglophone, developed, 
education-exporting country. The findings point to the substantial differences in the 
perceptions and practices of IoC in the two contexts, being shaped by the ‘ecological’ 
circumstances (Biesta et al., 2015) or the structural conditions and institutional arrangements 
for IoC, such as government policies and institutional strategies and resources. The study is 
therefore highly relevant in the context of ‘a growing awareness of the need for cultural and 
contextual sensitivity in the transfer of western theories or practices to non-western societies’ 
(Dimmock, Coleman, & Briggs, 2002). The rich contrast between the two institutional contexts 
could provide fruitful inputs for new ways of thinking and doing in circulating good practices 
of curriculum internationalisation across different contexts. 
All in all, as the first study that compares the internationalisation of the HE curriculum 
between an English-speaking HEI and an Asian HEI using practice architecture as the 
theoretical frame, the study provides nuanced understandings about the challenges, benefits, 
good practices, differences and similarities between these two distinctive contexts. For 
Vietnam and Australia specifically, the study contributes important knowledge about the 
providing country (Australia) and its primary receiving country (Vietnam), which helps inform 
policy and practice in terms of promoting IoC in both countries. By comparing the two 
Australian and Vietnamese HE institutions, the study heightens the awareness of similar-type 
universities of their strengths and shortcomings regarding curriculum internationalisation and 
helps them (re)position themselves in relation to other institutional and national contexts.  
11.5. Limitations of the study 
While making significant contributions to the understanding of IoC in the two different 
contexts of Vietnamese and Australian universities, the study has its limitations.  
First, the study has a limited scope. It explores only public universities rather than all 
types of HEIs. This limits the study’s generalisability beyond the public university sector since 
public and non-public universities very likely have different functions, aims and missions. 
Also, the study puts emphasis on the teaching and learning the internationalised curriculum. 
The findings are thus relevant for these particular practices at the classroom level and should 
not be generalised beyond this level, for example, to include the administrative aspects of the 
internationalised curriculum.  
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Second, the study has certain methodological limitations because, being limited to two 
case studies, its findings might be exposed to the risk of being ‘specific to the few cases’ 
(Ragin, 1987, p. ix). However, decisions on methodology were made with careful consideration 
of other options (Chapter 3) and it was believed that this limitation can also be a strength 
regarding the depth of each case. With a focus on only two cases, I was able to do in-depth 
investigation of IoC through multiple data sources, i.e. document analysis, in-depth interviews 
and focus group, within the timeframe of a PhD project. Having said that, the study 
acknowledges the diversity within each nation’s HE system and did not aim to make a 
generalisation of findings to other HE systems. Additionally, within the constraints of the 
fieldwork, I could not practically recruit a larger number of Australia-based participants. In 
addressing this limitation, I paid high attention to conflicting information and interpreted the 
data from student focus groups with careful reference to other data sources. 
Third, the vastly different sociocultural contexts of the two countries particularly in the 
HE sector, though enabling intriguing findings, to some extent limit the cross-case 
comparability. So do the greatly differing scales and scopes of the two chosen institutions: 
Đông-Phương University as a mono-disciplinary university focusing on business studies with 
14,500 students and Birrarung University as a comprehensive university with over 57,000 
students. To address this comparability challenge, I decided to bring down the scale and scope 
of the Australian case to focus on Birrarung Business School only because different disciplines 
have different underlying paradigms, cultures and approaches to internationalisation. In doing 
so, I kept in mind that IoC at the School/Deprtment level bears the impact of the University’s 
overarching mission, vision and policies and exerted efforts to reference the University level 
wherever applicable.  
11.6. Suggestions for further research 
Future research could develop further in terms of scope and methodology to gain richer data, 
implications and generalisation.  
In terms of scope, for better representativeness of the Vietnamese and Australian 
contexts, future research may study a larger number of universities in each country, and 
incorporate data from both public and non-public HE sectors. Such expansion of scope could 
provide more diversified perspectives and practical experiences of curriculum 
internationalisation and increase the generalisability within each HE system. It may also be 
useful for future research to involve other stakeholders within the institutional context such as 
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international education division, administrative staff, and in the case of Vietnam, international 
students and foreign visiting lecturers.  
In terms of methodology, the main sources of data for this present study are documents, 
in-depth interviews and focus groups. In the future, ethnographic tools such as classroom 
observations could be useful for a fuller understanding of classroom IoC practices and student 
learning. These observational data could yield valuable inputs for staff professional 
development and student support services.  
In addition, although the in-depth interviews and focus groups in this study were 
helpful in reflecting the voices of academics and students, they were undertaken only in one 
round due to the time constraint of a PhD project. Some of the interview questions which aim 
to understand teaching and learning experience over the course of study programs are 
retrospective, depending on the participants’ ability to recall past events. Therefore, more 
longitudinal research in the future may consider undertaking more than one round of 
interviews, for example, following students along their years of study. The repeated interviews 
may encourage academics’ and students’ richer reflections on their experience, thus creating a 
fuller picture of IoC and their impacts on teaching and learning.  
Furthermore, mixed-method studies may be desirable in the future. Although qualitative 
method has salient strengths in exploring participants’ opinions in-depth, quantitative data 
could complement and assist with the generalisation of research findings.  
11.7. Closing remarks 
Told from the academics’ and students’ perspectives, this comparative study has explored the 
processes of IoC at the classroom level in Đông-Phương University and Birrarung University 
and its impact on teaching and learning. At the Vietnamese institution, IoC at the enacting level 
was characterised by the two opposite dimensions, that is, localising the imported units through 
the infusion of local cases and internationalising the local units through the addition of 
international cases, as an effort of academics to negotiate a ‘conjunction’ between the imported 
and the local curriculum to meet the students’ needs. At the Australian institution, IoC involved 
course-wide redesigning of the curriculum to embed and scaffold employability and global 
perspectives within and across individual units. Despite divergent approaches, IoC was a 
challenging learning curve for academics in both institutions and stimulated students’ agency 
for becoming. The study also investigated the cultural-discursive, material-economic, and 
social-political arrangements that nurtured or hindered academics’ and students’ engagement 
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with curriculum internationalisation. This investigation underscored the role of active 
institutional agency and sufficient investment in curriculum reforms. While specific findings 
from this case study may or may not be generalised to other HEIs where IoC process is 
underway, a valuable lesson to be drawn is that leading an IoC imperative to success requires 
both institutional and individual responsibility and committment and, in this process, the voice 
of academics and students needs to be heard and incorporated. 
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Appendices 
Appendix A: List of student participants 
List of student focus groups at Đông-Phương University 
Group Pseudonym Gender Year Major Program 
 
 
1 
Tùng Anh M 4th International Business Standard Program 
Quyên F 4th International Economics Standard Program 
Minh F 4th Business Administration Standard Program 
Phương F 4th International Economics Standard Program 
Mai F 4th Finance and Banking Standard Program 
 
 
2 
Tuấn M 3rd International Economics Advanced Program 
Mai Anh F 3rd International Economics Advanced Program 
Hùng M 3rd International Economics Advanced Program 
Trâm F 3rd International Economics Advanced Program 
Hạnh F 3rd International Economics Advanced Program 
 
 
3 
Quỳnh F 3rd International Economics Advanced Program 
Bích F 3rd International Economics Advanced Program 
Thùy Anh F 3rd International Economics Advanced Program 
Tâm F 3rd International Economics Advanced Program 
Hưng M 3rd Business Administration Advanced Program 
 
 
4 
Vân F 3rd International Economics Advanced Program 
Cường M 3rd International Economics Advanced Program 
Tuyết F 3rd International Economics Advanced Program 
Nam M 3rd Business Administration Advanced Program 
 
 
 
5 
Đạt M 4th International Business Standard Program 
Lan F 4th Finance Standard Program 
Hồng F 4th Business Administration Standard Program 
Quang M 4th Business Administration Standard Program 
Sơn M 4th Finance Standard Program 
 
 
6 
Huy M 3rd International Economics High Quality Program 
Thịnh M 3rd Business Administration High Quality Program 
Ngọc F 4th International Economics High Quality Program 
Linh F 4th Business Administration High Quality Program 
Trinh F 4th Business Administration High Quality Program 
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List of student focus groups at Birrarung University 
Group Pseudonym Gender Year Domestic/ 
International 
Major 
 
 
1 
Isaac M Final International Accounting 
Amelia F Newly 
graduated 
International Accounting 
Mandy F Final International Finance 
Leo M Final International Economics 
 
 
2 
Oliver M 2nd/3 years Domestic Accounting/Sport 
Management 
Lucas M Final International Commerce 
Max M Final International Sport Management 
Daniel M Final International Commerce 
 
3 
Larissa F 2nd/3 years Domestic Property & Real Estate 
Mathew M 3rd/4 years International Finance 
Jayden M Final International Commerce 
Individual James M Final Domestic Economics 
Individual Camila F Final Domestic Commercial Law 
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Appendix B: Semi-structured interview protocol for leaders 
L1. What are the motivations for internationalisation of the curriculum in your 
institutional contexts? 
L2. What contextual factors influenced the driver of internationalisation of the curriculum 
in your institution/faculty? 
L3. What are the objectives for internationalisation of the curriculum in your 
institution/faculty? 
L4. What policies has your institution implemented with regards to internationalisation of 
the curriculum? 
L5. What are the enabling factors and constraining factors for internationalisation of the 
curriculum in your faculty? 
L6. What are specific leadership practices in promoting internationalisation of the 
curriculum in your faculty? 
L7. How were/are teaching staff and students informed of the objectives of 
internationalisation of the curriculum? 
L8. What are the governance arrangements in relation to promoting staff incentives for 
and engagement in internationalising the disciplinary curriculum? 
L9. How does internationalisation of the curriculum influence the teaching and learning 
experiences? 
 
 
Appendix C: Semi-structured interview protocol for academics 
T1. In your opinion, what is internationalisation of the curriculum? 
T2. Do you think that the curriculum of your faculty is internationalised? In what aspects? 
T3. Do you think IoC is worth pursuing, both at the faculty level and at your personal level? 
T4. Do you think an internationalised curriculum should be taught differently from the 
“traditional” one? How? 
T5. How do you normally enact your disciplinary curriculum (with regards to content, 
pedagogical practices, etc.)? 
T6. What are the influential factors underlying your teaching decisions? 
T7. Do teaching staff receive PD and training regarding how to internationalise their units? 
T8. Do you have all the conditions you need to internationalise the curriculum? 
T9. What constrains your effort? 
T10. How do you see yourself in relation to other teachers within your discipline? 
T11. (How) Do you think your teaching philosophy and practices have changed while you 
are teaching the internationalised curriculum? 
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Appendix D: Semi-structured interview protocol for students 
S1. Can you tell me your study major and the type of job you want to do after your 
graduation? 
S2. What do you think is necessary for you to be successful in that job? 
S3. When you first started university, what did you expect about your study? 
S4. Do you think your study program has prepared you well for your future job? 
S5. What do you think you have learned/not learned during your course so far? 
S6. Does the learning content involve various countries in the world?  
S7. Did your lecturers compare and contrast different countries during lectures or class 
discussions? 
S8. Are your classmates from various countries? In group work, did you select your group 
members yourselves or did your lecturer/tutors assign who belongs to which group? 
S9. How often did you have conversations with students of a different cultural group than 
your own? 
S10. What types of assessments do you usually have? 
S11. Do you think studying this program is hard? What are your strategies to study well? 
S12. Are you required to take part in a practicum, internship or fieldwork as part of your 
study program? 
S13. Do you have opportunities to meet and socialise with working people or experts in 
your field of study? 
S14. Do you set career goals and plans and explore how to apply your learning in the 
workplace? 
S15. Overall, what do you like/dislike about your learning experience? 
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